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___program

ﬂ 15 a.m. REGISTRATICN AND COFFEE
9:00 a.m. MOTlVATION TECHNIQUES YOU CAN USETO INCREASE READING AND LANGUAGE SKIL!.. S—Dr Arthur Heilman

TEN GROUPING PATTERNS FOR READING INSTRUCTION—Dr. Edward Fry

3 SPECIAL INTEREST GROUPS
Q. USING COMPUTER AIDED INSTRUCTION FOR SPECIAL POPULATIONS
DR. MARTIN KLING

Rutgers Univarsity
Reading Center &
DORIS SELUB
Public Schools,

Freeport. New York

b SECONDARY READING PROGRAMS NEED HELP

OR. JOSEPHINE GOLDSMITH

Rutgers College &

DR. ARTHUR HEILMAN

2]

Livingston Coliege

Rutgers University &
DR. EDWARD FRY

DR. JOSEPH ZELNICK

, There are some special interest groups in the State of New
Jersay such as the urban population of the Newark
Schools” and the special educators of the deaf that are
using o: plan to use¢ CAl in the near future. Many other

voecial areas o! education could use CAl in Reading in
such areas as'prisons, special education. remedial and su-

parior student populahons

A recent survey of N.J. secondary schools found that anly
3% teach reading as part of the perscribed curriculum.

This special interest group wili have attendance limited to
secondary teachers and administrators who want to do

something about getting reading into the secondary school

curricutum. It will discuss content and technigues of sac-

ondary ieading instruction. as well as value-judgment for

school beards.

C. ELEMENTARY READING LESSONS EXTENDED TO CARE FOR A
WIDER RANGE OF ABILITIES '

If indeed there is ap! to be less 'help from special sirvice
personnel now and in the fulure. this means that the regu-
lar classroom teacher may have to adjust her metheds.to

accommodate wider differences of ability.

It might also

mean that remaining speciai personnel such as the reme-
dial reacing teacher might have to engage in a dilferent
role tending more toward aiding the classroom teacher
with nocwer methods and materials rather than in teaching

five children at a time removed from the classroom for 40

minutes.

© motivation techniques you can use to increose

reading and Ionguoge skills

Dr. Heilman is a national authority on
teacher training in reading and is particu-
larly well-known for his work in pnonics.
however.-he is currently concerned with
“What do you do atier you have given
phonics instruction?” His answer ;5 to’
use the classroom motivational tech--
nigues which he will tell you about at the
conference.

Grouping practices range from the tradi-
tional classroo.s divded nto three
groups to individualization. but here are
some other suggestions you mught try
Removing children for remedial instruc-
tion 1s only one of the grouping alteria-
tves

DR. ARTHUR HEILMAN

Pennsylvania State University

_Author of Principles and Practices of

Teaching Reading and many other
matecials.

@ ten grouping patterns for reading instruction

DR. EDWARD FRY

Rutgers University Reading Center
Author of Reading for Classroom and
Cilnic and other materials.

1

spec:ol interest groups

After the opening addresses the audience will split rmo three special interest
groups for the rest of the day. Each special interest group will be repeated once.

“
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. PREFACE
3
s . We are not advecating that anyene he (ived. But  °

- the cold hard facts are that this year there Is a delintte
shrinkliag of all kinds nf persnnnel. The Speclal Fducatfon
wovement 18 hieadlong Into "malnstreaming” or puatting mentally
retarded children lnto regular classronms. Title | junds are

... being cut. School budgets are falllog at an alarming rate In
voters' revnlts. : .

All this adds up tn fewer supplementary and special
services. And' it means mnre diverse children In the repular
classroom. ’ i '

Modern teachers used to weeting children within a
narrow age and ability band seem to forpet the one-rvodm -
¢ schools upon which this nation was hullt. Some of them ap-
pear to be unaware of methoilsa, grouping, and matertals which
can pravide for a dlversity of academlc abltities.

Probably one-room achoolhouses are not viable togay,
but 1t lnoks llke we will have to llve with more dlversity’ in
the next few years. lLet us prepare our classrooms for 1t.

AprIti1976 Fdward Fry
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" WORKING WITH SMALLER UNITS IN THE
TEACHING OF READING

ARTHUR W. HEILMAN
THE PENNSYLVANIA STATE UNIVERSITY

It is well known to all of us that in recent years reading
instruction in American schools has been widely criticized.  The
fact that some critics start with erroncous premises and end up
with biased and distorted views is of little consolation whefi we

‘know that much of the criticism is warrauted. In theory, it would

appear that teachers of reading would “be 'in a position to function
best as enlightened critics. However, we sometimes fail to sce
the forest‘because of the trees. Occasionally, we defend prac-
tices simply because we have been following them for years and
this seems to be some sort of justification for what we- do. . N
As teachers of reading, we do need to cvaluate tcaching
practices in order to ascertain what we do to prospective learners
as we go about teaching them to read. With this in mind we will
start with a premise which in essence is a criticism of reading
instruction.’ The premise is that too often our' readiig Instruc-
tion fails to emphasize to students that_readfnq is a lanquage
process. When -this occurs, we fail to build on what the student
brings to the classroom--namely his mastery of language.

We fail to(transmit to children an appreciation of the

wer of language, the beauty 'of language, and the precision that
can be attained in’ language usage. In too many schools reading is
taught as a mechanical process--a series of mechanical skills.
Many children fail to recreate the melody of language when they
read. They fail to grasp the fact that what they are reading is
language. As teachers we st remember that the only magic avail-
able to the school is language. Everything clse 1§ rote and
ritual--a replay of "The Way It's Spozed to Be." o

. since many children do not have exciting growth-provoking
expariences in learning to read, they do not develop a felt need
for more reading. At this point, we have to "con” ﬁhnm a bit. We
promise them a sort of “pie-in-sky"” in the "sweet-hy-and-by." We
have built up quite a body of folklore about all the joys, happi -
ness, and_self-fulfillment which accrues to childien after they
have ’learned’ to read. Life in school,, so this folkKlore goes, b=
cdomes .pleasant and rewarding, a panorama of beautiful vistas--"you
will read things that grab your minds, and fire your imagination.”
This is a faldacy, of course, and children know it is. Frequently,
reading in the school is not an exhilarating, inspiring.expericnce.

Textbooks in reading, science, social studies do not” always lead

children into mind-expanding journeys Reading assignments are
not "frigates which bLiear them lands away."

Recently a retired teacher of reading did some research’

and wrote a little book called Children's A“§¥S£§“59£"_WEEEMLE
Reading 11]1. Note some of the.answers that Fifth and sixth grade
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pupils gave in response to this question.
"Reading is putting letters together to make a word."

"reading is a subject in which you have a book which has
-storeys which you read. You also have a workbook which
has something abdut the story which you read in the text-
book. Also in your workbook you learn the vowel soundsg”

”Readiﬁg is a good thgpq to do when you don't have anything
to do." N

*"wou should reade all the time when you are not doing any-
‘thing at all.” :

"Reading is to see something that has words in it and to
pronounce them to your selves while you read it."

"Reading is knowing the words better and learning the words
better." . S - -
"Reading is nouns, verbs, adjectives, adverbs, pronouns and
plain words. It is a way of learning loads of words."”

"Reading is looking at a book or paher ahd sounding out the
< letters and by doing what you are mbking words. Making ,
these words ag you go along is whatlis called reading.”

The majority or children's responses in this little book
showed that ‘they viewed reading as a echanistic process, 2@ Mean-
ingless chore. For these children, apd for the schools that
taught them, the actual process of learning to. read was a goal jp
itself. According to Dr. Jercme Brundér in his speech to the o
I.R.A. in Detroit, learning the proceds of reading is.not a’ self--
sustaining goal. He stated learning tb read takes the child "ont-
of the actimon” unless an intellectual component=-or meaning--be-
comes an integral part of the ~-tivity.

N Much the same point was made some years ago by Francis g _°
Chase when he stated that two types-of illiteracy threaten civilj-
zation! One is the nonreader, and the second he calls the "higher
illitleracy wherein people who can read are incapable of -thinking
and feeling while they read.” o B

~ . :
Pt - R .

Fifth and sixth graders are not the only educational cas-

ualties in our schools. Recently I gained some insight into how

‘the school conditions colledée students to view readiny, and how .-~

reading as practiced in our. schools leaves much to be desired.
working with a group of college students, all of whom were PpPro-
spective secondary teachers, our objective was to illustrate the

-power of language and how serious reading affects our lives? The

following impromptu assiynment was given in class:

“pssume that everything that has ever been written will
disappear at the end of the hour. However, each of you

7
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can prescorve those statements that have weant nnmnthind t.or
you. Wrile any quotations or passages that you sould like !
to sce preserved for future gencrations.”

'he students sat and stared at each other and then at
their notebooks. Sensing a bit of a problem, il was then sug-
gested ‘that if the students could not actually quote material they

_could state it in their own words. To make a long story short,

more than half cf the class never did write anything. Everyone
could@ have slimmarized something from a textbook that they had read
that week, but they knew this wasn't anything they would want to
preserve for posterity. They could have also written the titles
of plays and novels that they had feceived credit for reading in
high school. and college, but it was very difficult for them Lo
come up with a concept or statement From all of this reading.

This surprised us. These students had a minimum of 14 years of
formal instruction, had read thousands of books, and didn't have a
single sentence to show for it.

. We stopped and discussed this odd situation and we sought
for explanations. 1t was suggested that maybe this happening
wasn't significant, but one got the impression that the students

. thought it was. The question was raised as to whether this could-

in any way be related to the recent demands for relevance.in edu-
cation. This thought had ot previously occurred to:! these partic-
ular students because they hadn't realized they were likc this.
They had never really missed what-their education had failed to
provide. them. B o

o . .

Hlow do’ we produce fifth and sixth graders who define read-
ing s6 mechanistically and college students who recall nothing
they have read that deserves to be preserved? In essonce wo teach
beginning reading in such a way that children fail to recreate the
melody of language. ‘fhey decode jetters and words and do not ex-’
pericnce r.ading as a creative activity. Then as soon as. they
learn some of the mechanics of rcading, the school demands great
quantities of reading, always assigning large units of print.
"pead chapter eight in social studies text,.chapter five in the

‘science text, finish Charlotte's Web and hand in a book report."g

Later we hand out lengthy bibllographies and ask studenls to read
six novels on this list--"and read them critigally!"--"#or Monday
complete Acts I-11 of iamfet.” {? . ’ )
' £ ~ 1) -
. . In essence we do nol teaCh children how to mine a sentence
or a paragraph, but we expect them to read chapters and bhooks
critically. obviciisly no one can read a hook or chapter criti-
cally unless he can read sentences and paragraphs that wavy. Tha
school seems to have little time for apalyzing the meaning of
short passaqepfs"fjprint because it is so busy assigning larger
units. Thus, much of our tcaching behavior is self-defcating. -

Having started with the premise that there is something
wrong with the way we teach reading, we turn now to a mndcst pro-
posal that might have some merit. Every day that a child is_in
school, let him come in contact with a bit of reading that says




something--that moves him. Help children r2ad, analyze, under-

stand, and appreciate short passages of reading -material. Obvi-
. ously the sample we sclect should be among the most incisive,

most beautiful, inspiring and worthwhile utterances found -in the.

L

« English language. . -

v These will not be found in social studies, science, or
mathematics textbooks. Nor will they came from basal readers, or
even from the language experience stories developed in the class~

. room. They will come From a longshoreman who said, "It is easlier
to love mankind than ‘it is to love one's neighbor;" a poet speak-
ing to his love saying, "I never think of you, but what some new,. ,
virtue is born in me"; a recluse whe suggested, "If a man does not
__.—"" keep pace with l'is companions, perhaps it is because he hears a
T different drummevr." ; ) .
.. Some examples will come from children, many of whom have
insiglits that'startle their teachers. The book that contained so
, many nunddne responses from children relative to "What is Reading?"

'1 also contained several definitions of reading that have rarely
been equaled by adults or-even committees of adults. One child
wrote: - : ' o : ) i

: .

"Reading is being in the story itself and you arve flying if

they are flying. That!s what I think!"
Another said, "Reading is a language that the eyes hear."

One student, whose behavior speaks well for his school ex-

periences,. launched into poetry:

Reading ,is a baffeling case .

Reading. is a swift chase ' ‘ ;

Reading is fun! ‘ *

: P) o ‘

In reading you can jump the gun

Reading is quite fun,

Reading brings in the sun.

Reading is all these things ) .

You can get anything ; )\ﬁﬁ‘

from bounce to pings u B A

Reading is qreat! ' \ .

These responses represent a creative use of language.
They indicate a high degree of interaction between these children |
as rpaders and the materials which they have read. It is highly
unlikely that the school will ever completely dominate these rcad-
ers. They have developed the ability to appreciate .the beauty and
power of language and they will never be satisfied with reading
only the curricular materials of the school. Already they are
marching to a different drummer. What we are interested in here
is enlarging their number--providing experiences with language
that result in avid reading. )

R
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least once each day, students should be invited to work thh
smaller unitg of languagé which differ considerahly f vumjbhﬁt they

. ‘ ’ I . .

The séhool year consists of appru;imnlnly 180 days At

have to read in textoooks. We need not dcbate as to which.-samples
Oof r reading we w111 use since so many are available, llowever, dvery
teacher should assembile his/her own prigyate stock which ts amended®
frequently ds a result oﬁahls/hcr own reading., A fow ropresenta-

tive ex?mples follow. s . .

"One great use of words is to hide our‘LhLughts:“ I -
‘ "A journey of a tz?ﬂgand miics begins wiEL a H‘quv"st;p.“

"Som&”men sce things as they are and ask, 'why?: I dyeam )
. of things that necver were, and ask, 'Why not?2'“ .

He who is afrald of a thnq gives it power over h)m

"Every man of learning eventually becomes his own Leacher . ®

“Injustice -anywhere is a threat to justice everywhere.
. . 5] . " ,
"Each snowflake in an avalanche pleads not guilty.® ) 3

"A king cannot have a friend, . a peasant can."”

"Liberty will not perish as long as there is one voice that
will lend itaclf to the cause of frondom. ) v

“As face answcrth face in water, so thc heart. of man speak-
eth ko man.” -

Thorough analysis of the most incisive paragraph available

on a given issue can produce as muci understanding as a forced

march through an entire chapter related to the topic. Higtory is

better understood from a study of the language which great men

used at crucial moments in history than'from reading ‘'voluminous

‘memoirg written later. .Little rcal understanding of the ulgnlfl—

cance of the Am>:rican Revolution is cecnveyed by most history texts

as- thesc allud to the Boston Tea Party, the Batktle of Lexington,

paui “Revere's Fide, or Washington Crossing the Delaware. Students . .—
deserve to be introduced to the words of Thomas Pnino, the revolu-
tionary, who spoke to the American colonists not in terms of "tax- -
ation without rnprcqcntnt{nn," but- ln cerms of a dream pf freedom ’
and justice. “

c.

Bvery spot of the old world
ie overrun with oppression,
Freedom has been hunted round “the qlnho s
Asxa*ihd Africa have lonq expelled her.

Europe regards her like a Qtrangcr,

and England hath given her warning

to depart.

0! receive the fuq)txvo,

and prepare in time )

10 L
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.
[]
an aTylum ‘ .
for, mankind. 3 T

e == WITT students scee a‘relationship betweon a nation "overrun

““with oppression”--the need for "ap asylum for mankind" and words

Cd

" root and another word. That is. they were to make up words not in

Portemortis (porte = to carry) {mortis
Solohomo (solo = alone) "(homo = manl -

- Psychefrater (psyche = mind, soul) 1
Pseudovision (pseudo = false) (vision = to see) - a,mirage
Thermoderm (thermo = heat) (derm = skin)

sunburn ‘
Pseudodents (pseudo = false) (dent =

from Lincoln's Sacond Ihaugural Address?
Lo e Sy

-]

L ad
Oon the occasion

corresponding to thisg fbur Years n@o‘
‘all thoughts were anxiously dirccted.

to an impending tivi]l war.
All dreaded it, h

all sought to avert jt.
While the inaugural address

]

was being delivered grom this place,

devoted altogethlier to saving the Uni

insurgent agents were in the city

«sceking to destroy.iy
without war ... ’

both parties deprecated wat,
but one of them )
would make war

.~ N

rather than ‘1et the pation Survive

and the other would accept war
rather than lct it perash,
and the war camé ...

Working With Roots

Teaching the meanings of root words from Latin, Greek,
ete., is an excellent method of expanding concepts.

.

on without wwar,

This can

never be accomplished by handing out 2 or J'pang of common roots
and asking students to memorize this material. . .

We stumbled on a packdoor approach to learning roo

. >

X
. ts and
using such a list. College students were given a lot of Greck and )
Latin roots and asked. to coin hew words by combining roots or. a :

the English language, but whose mecanings could be deciphered when

one knew the meanings of the roots involved.

sec“the epergy with which students approached this game.
cally every studeht Became involved, and much was learned about

the meanings of root §ords from this simple exerdisa.

some Oof the words the students coined:

Psychesoothcr.(pSYCho = mind)- (socother

sychiatrist

a

one who soothes)

It was amazing to

Practi-

a

dead) - a pallbearer
lone man, a bachelor

Here are

(frater = brother)™- soulbrother

1

- heated skin or

a

dentures, teeth) - false teeth
s e

H
A

~
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There arvw hundreds of ‘interesting ways to tie reading to
languwage development. In conclusion, only a few-highly mot ivating
approaches can be mentioned--without illustratian: Ten-to-a-hun-
dred (differcnt meanings forf the same word); analogics (have your
class come up with ten to thirty different “types® such as oriqgin,

---gyponyms, .plurals, procesy, deqree, characteristic, arithmeticatl,
opposites, ctc.); matching proverbs; "Build a page" from a kernel

sentence; play with nowly colned words or detecting malaproplisms.
Once a Eachnique is Tntroduced, let the students Daitdiother oxor-
cises. By all means let them work in pairs.or_tears. Once {he
language stagts to flow do not interrvupt it to got Lanck Lo the

curriculum:

* \ e e e e — -
’ -
REFERENCES ;
e : - . ]
1. Daniels, H. Perk. Children's answers Lo:_ what_is'lgggjhg.
New York: Vantage Press, Inc., 1969.
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- ~ GROUPING FOR READING INSTRUCTION

ERWARD FRY
DIRECTOR, READING CENTER
RUTGERS UNIVERSITY .

-

It might be well and good to know about teaching phonics,
increasing vocabulary, or using basal readers; but every classroom
teacher is faced with another very real problem, "How do I organize
my class?” Do you try to teach all 30 children at once or do you
try to teach one child at a time? How did the children get into
the class in the first place? Are they children of like age, or
like ability, or iike achievement?

Research is not wvery conclusive about which type of group-
ing is "best” but this does not mean that schools aren*t continually
trying out new.grouping-arrangements. 'Onc grouping might be favored
over another because of the teacher's personality or "style," be-
tause of the characteristics of the pupils, or because of\éyvariety
of other factors such as the school or community values, school
board wishes, or even popular trends. Changing from one grouping
to. another sometimes adds stimulation or new interest in the educa-
tion process in general and reading lessons in particular. Since
many of the elementary grouping plans so specifically revolve around
reading abilities or reading instruction methods, it is quite appro-
priate that they be discussed here.

Most schools have a system of self-contained graded cilass-
rooms containing one teacher and 25 to 35 1ldren. The children
progress one Year or grade at a time. Acceleration (skipping) or
retention (failure) is rare; hence, the teacher tends to get chil-
dren that are similar in one rcépeQ;—~aqc. This is sometimes called
heterogeneous grouping because the 'students are dissimilar on most
educational variables such as 1.Q. or reading ability. Placement of

students in classes on the basis of agé has been called the birthday

method of promotion. A more technical term is chronological age
grade placement or CAGP. Schools sometimes call this random group-
ing becausc other than age, there is no plan or policy behind it.
Often, however, it is not truly random since some subconscious or
accidental sclection factors are involved.

A A

Schoals which have more than one class per grade level might
use tracking or homogenecous grouping based on ability. Bright stu-
dents or high achievers (which, usually but not always, tend. to be
the same students)® are placed together in one room, with scparate
placement of other students. Larger schools might have three or
four tracks or ability level groupings.. One of the benefits of this
type of grouping is that it tends to minimize the spread of abili-
ties within groups. However, the grouping is necver too exact since
tests are inaccurate and children progress at different rates. It
would not be unusual for a teacher of a fast third grade group to
discover that some students were rcading on third grade level, while

-another had eighth grade reading ability. The same inexactitude and
increased spread will show up in a slow group.

.

i3 .
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while there arc advantages for both the pupils and the |
teacher in having a class that is more alike and can move at a
similar pace, one of the drawbacks is th “hildren don't like to
be identified as belonging to the slow 3, o no matter what you
call it, they find out). Parents sometimes object when their chil-
dren are placed in a slow group and are known to make vociferous

.complaints. « Another problem in using tracking with sclf-contained

classrooms is that when stiudents are selected on-the hasis of rcad- -
ing ability, there may be a side divergence of ahility ‘in mathemat -
ics or other skills. Because of this, somc schools that have self-
contained patterns avoid the problems of tracking and scttle for

the problems of random selection. Somec schools use heterogencous
grouping in primary grades and honwgcncour grouping in intermediate
grades. Research is incenclusive as to which method of grouping
gives bhetter reading results.

Cluster grnuging is a modificaticn of homogencous grouping
for assigning children to classrooms (or at times cven reading
groups). Its aim is to cut down the range of difterences but stiit]
not have some of the disadvantages of complete Immnqnnnnur grouping.

_You might say that it is halfway between heterogencous and homo-

geneous grouping. In a large school, students in a given grade
night be divided into six different ability groups with group six
being the best readers. The first-teacher quhL get students in
ahility groups 1 through 4; the secasnd teachor might get children in
groups 2 through 5:; and the third teacher might get children in
groups 3 through 6. Thus, each classroom includes some pupils of
greater ability and some of lesser ability, but none includes the
full range.

Within a classroom, the traditional mcthod of grouping is to
have three rcad_l'pg_groups. Two groups don't scem to provide for the
sprcad of abilities and might be a little large to work with, With
four yroups, there are sometimes organxzatlonn] problems as well as
more difficulty for most teachers in preparation, If you are using
a basal rcader scries, the teacher's manual will often give you in-
structions on how to group your children and will often [)I()Vl(ll‘
progrcqr tests on which you can make yourzprovisional lrnupnu 1
say "provisional® because any grouping should b fiixible with a
more or less continual shifting of individual students from one
group to another depending on their rate of progress and need for
review.

In the traditional class, most direct reading instruction
takes place within the groups. The children read alond - 4 silontly
out of their books with guidance by the teacher and are assigned
workbook exercises which arce nsually discussed, or ctem out af, a
tcacher presentation of some new or retaught skill.

Some teachers rcqularly form sgeclal_gurp(-er'_ aroups ar
special skills groups for onc ‘lesson or a s(‘\(nvs of lessons which
cut across the regular reading groups. Perhips a teacher viill iden-
tify a aroup of students that nced more help in short vowels, for
whom special lessops may-bedes igned u*‘inq chirts, amliovisual
equipment, supplementary workbook pages, or tebcher-made seatwork

1




exercinns Or games.

Another type of grouping that has been tried successfully in
some schools is the staggered attendance plan in which half the
& class, for example, the better rcade~s, comes to school 45 minutes
early®and leaves school 45 minutés eariy, while the other half of
the class comes to school 45 minutes later in the morning but stays

45 minutes later. This gives the teacher a smaller ygroup to work
with during reading lessons, with more time for individual atter-—
tion.
\‘.ﬁ \
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PRACTICAL SUGGESTIONS FOR UFGRADING
A SCHOOL'S READING PROGRAM

RICHARD WALTER
KEAN COLLEGE OF NEW JERSEY

Recently 1 was asked why many children don't rcad as a
recreational pastime. Perhaps one of the raasons is that we don't
make reading attractive enough: True, we teach reading, but do we
do it in such a way as to make it stand out in comparison to other
areas of the curriculum? Do kids look forward to the rcading pe-
riod becdause it holds some special enjoyment for them? I think
snot. We are“simply not getting students® attaention.

Having advanced this premise, 1°d like to discuss some
possible reasons why we haven't gotten kids' attention and somc
suggestions for remedying this problem. The subjects which will
be discussed are: problems caused by dull books and uninteresting
assignments, and suggestions for activities that will get and hoid
kids' attention. 1'11 also comnsider sSome techniques for building
interest, a reward system to maintain interest, and some motiva-
tional approaches that can result in a total school commitment to
reading.« ’ :

First, let's consider dull books™ and assignments. What do

.we do during the reading period that.turns kids off? 1 would like

to suygest that the reading material we give chiidren is the num-
ber one cause of their *--~dom. Many-basals are bad; the com-
plaints voiced against - are practically chichés. 'The insipid
stories of blonde-haire.” :-Jd-cheecked children visiting atynical
grandparents, the illustruc:ons of black faces with caucasian feca-
tures, and the stilted and artificial language uscd- are but a few
examples. . Such materizl will never get the attention of our pu-
pils for it is completcly diverced frem the real, aftcr-school
-warld of children. Fairy tales and saccharine vignettes of life
are no substitute for reality, and reality is what turns kids on.
We can no lonacr afford to offer them less! I¥ reading is to be
interesting in school, it must include those subjects which are
interesting after schcnl.

It's true that the new basals are better. Many of the

previously mentioned objections have been rcmoved, and many teach- .

ers are fortunate enough.to have the new cditions to use. Thosc
who don't have new progizms must substitute or supplement with the
text books of reality--nrewspapers, magazines, and paper-backed - .
books. ’

Nothing could be closer to reality than the current events
found in any uawspaper. Many small town newspapers have a read-
ability lovel of from fourth to sixth yrade., There is a plerhora
‘of materials available on how to use the ncewspapar during the
s reading period, and so this topic will not be pursued here oxcept

- ~to-say ‘that children wiil-oftcen find a nowspaper to rcad jn homes

}
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that are void of books and magazines. Magazines which cater to
pupil interests are an invaluable aid in motivating reluctant
readers, and a magazine can be found for every interest. What

‘child would not be interested in reading a magazine which contains

page after page of interesting information about his personal
hobby? y ‘

Finally, paper-backed books are successful .for a variety
of reasons. First, to many children, the hard-backed book is a
symbol of frustration and failure. Recall the eagerness with
which children rcceivé'thg'ncw reader in September. They.are in-
structed to write THEIR pame in THEIR BOOKS in ink sO no one can
take it 'from them.. These books, ‘they are told, will help them to
become better readers. By June, the pupils h@ve been fined for
marking in the SCHOOL'S book ("It's only yours to use, Johnny!")
and he sullenly returns the book, glad tu be freed from this hard,
heavy volume which frustrated him for over nine months.

Library books are not the answer, for this type of child
will rarely check out a hard-backed library volume. It, too, is
reminiscent of failure. 1It, too, holds the threat of fines for
borrowers who are tardy in returning books, or who dirty -them.
Library books must be protected from younger sibling, and youthful
activities. Also, frequently a pupil isn't able to get more than
two library books without a note from his homeroom teacher. No.
hard-backed books are not meant to be the companions of children.

) As™1 once stood talkihg to a reading teacher in a school
hallway, she nodded in the direction of a youngster rambling down.
the corridor. "That.” she said, "is the dearest sight in the
world." I was puzzled, having seen nothing which would have
evoked such a statement. And then I saw it! Protruding from a
rear pocket of the iad's jeans was a crumpled, dog-eared paper-
backed book, and 1 understood perfectly. That book was the om-
panion of that child. They traveled together; they were inse para-—.
ble, and from the appearance of, that volum , they had been ts oth-
er for quite awhile. Could that have happened with a hardbac, * I
doubt it very much.

Paperbacks are also successful because of children's need
to possess things that they enjoy. Inner-city children,, in par-
ticular, have a strong sense of possession. They have a commit-
ment to read those paperbacks that they have selected. There is
pride of ownarship wkich comes from free choice--a feeling which
is not to be foufid in using hard-backed school books.

Wwhy not start paperbacked book clubs in your school if
they don't already exist? Have paperbacked book fairs. Many com-
panies will sclect appropriate books, do all the setting up and
offer the school ‘a percent of the profits. - Let's get kids to sc-
lect and read books of their own choice. In the meantime, ask
your 'school system for outdated books which aren't being used. .
Select the best of the lot, rip the hard back covers off of them,
and substitute covers made of colorful contact paper. Many books

.. can be disassembled into short stories and recovered. These can

x Y -
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be tossed into a new plastic garbage can and made available for
kids to read and stuff into their back pockets. If your sclhiool
system has no-old books, start a neighborhood book drive. A dit-
toed message in each mailbox will lect neighborhood residents know
when you're coming. After pupils have collected all the books,
appropriate volumes can be selected and the covers removed as in
the previously mentioned procedure. . :

Once children are reading, another problem occurs. Teach-
ers like to have a way of checking on children's reading.. The
usual method is to require a book report. Thus, perhaps unknow-.
ingly, teachers have levied a penalty against rcading. For tnid’
more books that are read, the more book reports that have to bhe
done. With these consequences, a child would have to be foolish
to read at alll- Furthermore, the written book report forces a
child to put his intnitive feelings into written form. For many
children, the task of expressing intyitive feelings orally is dif-
ficult enough; the task of putting these feelings ihto writing is
overshelming. Granted, it may be desirable to have some ‘method of
checking a pupil's understanding of a book. But the methods ¢~
ployed should make children want to read, not create barriers to
reading. The followipg suggestions for reporting on books are
certainly more enjoyable for children.

.'Children enjoy making dioramas illusfrating the books they
have read. The diorama can depict the pait of the book that' they
enjoy the most. Pupils with an artistic flair can construct mo-
biles and explain to the class their yeasons for selecting the
components they did. Pupils who are verbally oriented may elect
to act out the story in the style of a radio broadcast. Pupils

- who enjoy writing 'may wish to compose an article about the book

imitating a newspaper reporter's style of writing. Flannutl board,
3 p p : :

presentations are an enjoyable alternative for shy pupils who cn- -

joy the comfort .of props while reporting. Puppet shows may also

‘be performed tising the theme of a bhook the pupil has read.
o G . :

Bilingual children may enjoy converting a portion of the

_.book's dialogue into their own dialect and presenting it to the
“class. Collages are also an interesting substitute for written

book “reports. Perhaps one of ‘the most enjoyable activities is the
shadow-play book report. All that is needed is a large” bedsheet

-and a spotlight. The pupils act out parts of the book while the
~audience watches on.the other side of the shect. Actors stand be-

tween the light-and the sheet equipped with cardhéard cutouts
which ‘can transform them into King Arthur on horschack, Cyrano,

.and a host of othér characters. With this mcthod, as well as with

many of-the others presented, children have to work togcther.
This will gcot kids talking about books, looking for meaning in
stories,. and discussing characters. In the case of the shadow-

" plays nssisting students may have read the book: other students

may want to read the book as a result of having acted it out.
Let's get kids thinking and talking about books!

’ Further ideas may include a card catalog file for the room
made of fiim cards and a shoc box. - Pupils-can add an annotated

”

\
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card after rcading a book. How about an "I Recommend" bulletin
board on which pupils put signed file cards with the name of in-
teresting books they've read along with short descriptions. Pu-
pils may wish to add the names of several friends who they feel
would. be interested in reading the book. Single pade stories can
be written, glued to card 'stock and cut into jigsaw puzzle-like
parts.. Stored in envelopes, -these can be assefmbled and read dur-
ing enrichment periods.

Hopefully, at this point we have pupils reading non-

‘.threatening books and reporting on them in enjoyable ways. I

would now like to propose some methods of sustainirg the results

we have worked so hard to achieve. It is a fact that the most
difficult pupils to motivate are the ones that need it the most--
the remedial readers. =I would like to propose an extrinsic reward
system which will motivate these 'pupils, as well as other children.
Many teachers wince at the.thought of extrinsically rewarding chil-
dren, stating that children should achieve for their own, self-sat-
isfaction. This is not only contrary to our country's life style,
it is somewhat naive. Furthermore, much of the research done on
extrinsic motivation is supportive. Extrinsic reward is a very :
important part of everyone's out-of-school life. Thus, by denying ’
extrinsic reward, we are creating, again, a,less than real situa- _
tion. ‘“or example, preschoolers will be visited by Santa if they
.beha- .1 year, they will get desert for eating their vegetables,
and L. allowed to go on shopping trips if they behave ‘appropriate-
1y in the stores. At home, school age children are granted addi-
‘tional time to watch television if homework is finished. They may
receive spending money for doing chores and get.a doll8r for each

A on their report cards. But they receive no such rewards at
school. There is no logical reason for denying underachieving
children (who are .already denied success) some tangible reward for
accomplishment. A child who is rewarded for accomplishment has a
willingness  to try and will travel a one-way roadl to success. A
lack of reward leads to self-doubt, a lack of success, and the
eventual failure syndrome with which we are so familiar.

Extrinsic reward can take many forms in reading, but ini-
tially, reward should be immediate and tangible. Food, certifi-
cates, badges, and stars will delight youngsters. With older
children, rewards can be delayed for several days or a week. .The"
use of credits or tokens redeemable on. Friday will make the job of
rewarding a bit easier for the teacher. At the end of the week
tokens can be redeemed for cakes, prizes, or privileges. Eventu-
ally, rewards which need to be replenished can be replaced with re-
usable rewards such as charts and graphs to indicate success. Each
success would be added cumulatively to the priQr one to show con-
tinual growth. A large, wide-mouthed, half-gallon jar can be
turned into a Reward Jar filled with fortunec cookie-like slips of
paper granting privileges and rewards.. The child is rewarded by
allowing him to withdraw a 'slip and read it to the class. VYer-
mission to be line leader, get an extra drink at the water foun-
‘tain, have an extra five minutes of recess are exciting rewards
for kids. : .
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Competition .is a healthy way of sparking interest. ,Rooms
can compete with each other in reading-oriented contestsea Reading
trees can be built of chicken wire and stuffed .with tissue for
bark. As a pupil finishes a book, a paper lecaf ‘can be added to
the tree complete with book title and the recader's name. Differ-
ent colored leaves can ‘indicate biographies, fiction, and other
types of books. At the end of the semester, all the Reading ‘frees
can be displayed at an assembly with prizes awarded to the trece
with the {rost leaves. Many schools receive lunch room milk in
small plastic bottles. These cdn ke strung on a rope, painted and
decorated to form a bookworm. NAs each child finishes a book, he
can add a section to the worm complete with his name and book ti-
tie. In the event -such containers are not available, round oat-
meal or salt containers can be  substituted. Rooms can then com-

¢

pete for the longest bookworm.',
- 2 ; .
v The previous suggestions will be much more effective if
there is a total school commitment to reading. The following sug-
gestions involve the principal and help to project the image of a
school that has made such a comitment to reading.

In the lower grades, membership in reading clubs can'be an

excellent motivater. ‘Clubs can be established to provide achieve-

-ment goals. Thus, primary pupils can be offered membership in the
"Five Minute Sight Word Club." Membership is granted to those pu-

pils who can successfully read all 200 Dolch Sight wWords in five

‘minutes. Ceclluloid lapel badges, properly enscribed and worn daily
by club members will-help to motivate others to try out for member-

ship. Members-ifi the Five Minute Sight Word Club can be offerad

mcmbgnshfﬁ in the Three Minute Club. Regardless of the club name,

..tt€ names of the members should be enscribed on an attractive

plague or scroll at an assembly as -the principal pins on the lapel
badge. . Granted, this willi take up some school timc, but not as
much time as remedial attempts to accomplish the same skill devel -
opment. / '

Pupils who have read interesting booksyaaﬁ/gpply to join

“ the PA Book .Club. These students can ggwseiﬁﬁtcd by their teacher
_to present a short book. report over—the Public Nddress system fol-
lowing the principal’'s annoourncements. Readers may also work to-

ward joining tth:SOHHSBk Club." Membership in this club can be
conferred chch-Bemester at an assembly to those pupils who have
surcgsefﬁTiy-rcad, and reported on, 50 hooks. Appropriate certif-

__-icates will make this an event to aspire to and remecmber.

Older pupils whose skills are increasing can’join the”
Readers Club; an organization of pupils who volunteer to. read to

lower grade children for their own practice and to enrich the lives

of younger children. "The possibilities are many and only a little
imagination is needed ‘to gu:gyﬁtc more ideas. :

In coﬁclusion, the implementation of these ideas should re-

sult .in an . increase of intqrest:inArcading. By .ohtaining a total

f,”‘commitmgnt_;gya;d_rcadianﬁn your scheol, everyonc yill benefit.
~"fhe investment is minimal and the rewards most satisfying.

20
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- "HANDS OFF!”--A MEANINGFUL LANGUAGE EXPERIENCE

JOSEPH ZELNICK
LIVINGSTON COLLEGE

, At first, Arlene Cummins was really.elated. This was her
first teaching job. The fifth grade teacher in this .urban school
had to take an emergency leave in Februvary. Arlene was chosen for
the position. : ¢

Now, four weeks later, Ms. Cummins began to have doubts
about her "good luck." This class was different from the onhe she.
had as a practice teacher. That group was highly motivated. The
pupils were rcading on grade level. They could work independently.

By contrast, this gréup was almost the complete opposite.,

‘Most of the pupils were two ar more years below grade level in

reading. The criterion tests administered in September showed pgoor
mastery in all areas; the pupils had short attention spans.. They
did not hidestheir dislike for reading, or writing for that matter,

‘“Phere was a scarcity of materials--no kits of any kind with which

to individualize instruction, not enough basal readers (copyright
1960)--just a few old, beaten workbooks. Ms. Cummins eargerly a-
waited snow days and in-service days (the latter because they were
half-days for the pupils).

)

night, while lying restlesslyin bed.and bémoan-

a

Then, one

ing her fate, an idea came to Ms. Cummins. She. remémbered & dis-

cussion about language experience in her,.undérgraduate methodology
class. The language experience approach was based on the -premise
that reading is really talk just written down. It utilized chil-
dren's oral language as well as their interests and experiences, -

‘But, as Ms. Cummins remembered, it was used ‘mainly by primary

teachers. Could it work with seemingly sophisticated and unintey—
ested fifth graders? Nothing else had really worked up to thig
point. Why not give it a try? . : L

, Ms. cummins contacted this writer for suggertions. The
following modus operandi evolved: She read aloud to the group...——-
“One Alaska Night," an adventure selection from a Reader's Digest _
Skill Builder. For the first time in. weeks, the-students sat T _

L2xnttl S o sl NS - =2
quictly and scemed interested. Just befoie the climax came, She .,
s topped. o ’ T » ‘

- - /

- -"wh0'kggwé"h66‘zhe story will end?® --ExCitement eruPted agé
a dozon -hafid§ went up. o g o

"I have.an ending."
“Mine is better." R e
3Listén to this one."

o2t
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bach.suggostion reflected xmagxnatxon -and creativity., Some—
were morbid enough to remind Ms. Cummins of violence on TV shows.

At this point, she suggested that the pupils reconstruct
the story in their own words along with an original ending.

"Let's write it together,” she said.
*We don't like to write.”
"We can'tespell.“

‘ "0.K.," MS. Cummins replied. ' "You tcl}l me what you want to
say, and .I will write." : ‘ . -

Ms. Cummlnsswrote the Eollowxng story on the chalkboard as N
the puplls dictated™ . .

She opened thr.-door and saw a man with no hands.
She tried to scream, but she couldn t bocauqc she was
frighteaed.

She ran away, but he caught her and goL her. . x
She tripped on a log.
The man took her back to the cabin. o ’ -~

lle said to her, "1 want your hands.

lle chopped off her hands and took her blood.
And she died.

Her husband came to look for her.

e found her dead in the woods.

Now, a few interesting things bhegan to happen. Carlos,.who
usually complainéd about doing anything, offered to read the story
aloud. Guy-wanted to hear the real ending from the book. Curtiss :
was copying the story from the chalkboard. Regina and Gilberto ) \\\
wanted to draw pictures .of the story,

Ms. Ccummins brought the group together'.

“"Let's all copy the story from the board," she sugqested.
. N ° » -

" w'hy? " ’ ; . . - -

. "For two reasons. This will .be the first. qtnry in a book-
that ecach of you will make! ‘Also, I would like.yon to put your own
.._.title-on_the story. Then we will compare titles.” (A quick lesson
in main idea:). : }

Excepl: for an occasional remark or qunstxon, silence pre-
vaxled onct more as the pupils wrote. when they finished, titles
were compared, and a vote was taken on the best one. . They decided .
on "Hands Off?" : : . o '

. "Ms. Cummins now fofr that ‘she had now had a meaningful base
for skill developwment and. ‘follow-up activities.  The cxperience
. story was .Lyped with ennugh cOpqu for -everyone in-the group. the

—— e e 22
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pupils_were impressed and leased to see their work in "print."

The following activities emerged:

Comprehension. A cloze exercise was constructed in which every

fifth word was deleted and replaced with a blank space..
The students filled in the blanks. Even though the story
was familiar to them, there were differences in inserted
.words. A lively discussion ab9ut these differences ensucd.

Word Recognition. "Find a word in the story which means the same ,
as, ] - : , .
‘ yell "(scream) . ,
scared (frightened)
cut (chopped}
forest (woods)"

Phonics. The criterion tests indicated, among”other things, that
: the pupils needed practice with blends and digraphs. The-
following exercise evolved. >

“Find words from the story that start with the sane sounds
as these words: ’

friend (frightened) )
truck (tripped) - i »
church (chopped}™

The pupils then éupplied words of their own which had the
same beginning sounds.

Word Structure. After a brief discussion on the meaning of present
and_past tenses, the pupils.listed all-of the words in the
story which indicated past actions.: These words were then
compared for similarities and differences endings as well
as sounds. ’ : ’ .

Follow-Up Activitiés. The pupils wefe interested enough in _the ex-
: perience to carfy on.in different ways. Emmett offéred to -
. read tke original story to a rourth grade class. Regina i
- and Gil&mto continued with their drawings. Bobby. began to
browst through the Reader's Digest book for other selec-
tions. Ms. Cummins did. the same thing, now that she found
a way to motivate her pupils to read.and write. -

-~
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ARE YOU "GAHE"’?-“-GNES IN THE .CLASSROOM

CYNTHIA VAN NORDEN. PECK
SUMMIT PUBLIC SCHooLS
' AND
RUTGERS UNIVERSITY

It has finalléildppenen. Television is teaching, not merely
hypnotizing our childrénl How can you, a classroom tcacher, possi-
bly hope to compete with the learning jing¥es and aiphabot commer-
cials on Sesame Street and Electric Company? Pon't give up hope.

. You CAN beat the system! What it all boils down to is this: how
“innovative are you in yovr own classroom? What ‘do you do to at-
tract and hold the attentiorn of the many stwlents in your class--
«the blase, the indifferent, the "slow learner," the undervachiever,
‘the behavior proplem, and yes, &ven the normal boy or girl who is
often the neglected child in today’s classrooms? The fact is that
the odds. for success are in your favor if you only apply what you
know about children outside of school to the learning situation
inside school. This can bring about dramatic changes in Lhe atti-
tudes of your youngstp*s, and even, perhdps, change your own towdrd
them. . .

e
’

- ‘ .. . . ) N . .
llave you ever watched a group of children playing a gamnc?
Whether on the playground with many on a team, or indoors around a

. deck of cards or a game board, there seems to be universal appeal

in games. Children and adults .of all ages become ‘caught up in the
intricacies and intrigue of variéd rules and penalties, and in win-
ning or loslng

-
N

. Commercial games for home use have been on the market for
years, but commercially preparcd .games labled 4r "educational” -use
are just coming into their, own.- Rvailable in élaborate kits or
single units, these devices- teach and reinforce everything from.
consonant:s and polxtlcal thcory to math. facts™ .

“"But,” you cry, "when do I have time to teach games? I
hardly have hours enough in the day to teach the subject matter for
which 1'm rcsponsible'“ Yes, trué. Games have rules ‘and rules must
be understood in order to make the gafte worthwhile. What is the
solution? Part of the answer lies in the atmosphere we as teachers
construct for our children. When learning is fun and nonthreaten-
ing, it naturally takes place ang, fear of failure diminishes. When
teacher talk is dessened and pupil talk is valued..and encouraged, a

g “atmosphere develops. Children dnd teachers who feel

* free enough to benefit from their mistakes and prO(ond through the
maze of trial and ‘error which is the learning process have unlimited
possibilities and excitement ahead of them! -

. .
Pcrhnph the best way to recognize the intrinsic value in
games as reinforcers and teaching devices is to. introduce them very
slowly into the routine already established in your own classroom.
A math game, offered as a free choice in a learning center, might
requ‘_ire no actual teacher-time nt ‘all if clear, concise ruic% for %7

*
T 2 4
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play accompany it on a carefully. Printed card. Handled in this
way, the game serves moré than one€ objective--—reinforcement of a
. wmmdth concept and the development of sequence and organization in
- the reading act! As the children -become proficient in one game,
another can be introduced to teach or reinforce concecpts in another
subject area. : . .

~ While commercial games serve a valuaple purpgse, often
teacher-made games are more effective, as .they <an beé made to focus
on a single objective of your own chooSing. AS ydu become involved
in the:theory of games, yoy will think of endless possibilities to
illustrate a learning concept. A few rules to keep.-in mind, how-
ever, may be of help to you, T -

- . —
. e . oo

3 e ) .
= _gjwwueue&op’YOur game around a popular theme approprilatc e
____to—thé grade level, l.e., Djsney World, PeanutS_Chardcters, Baseball

world Series, Jungle Rnimals, étc- .- -

: 2. oon't be'arBEE;ary ab?ﬁt rules. Let the players estab~’
_lish-their own table rules according to the way they see the game.

A .
o 3. You don't have to be an artist to make @ good game, but
be artistic--that is, use bright, bold colors, and neat lettering
wheTe necessary. Children are attracted to the attractive!

4. If you value your efforts at all, buy some clear plasEic
coyering with adhesive on -one side and cover youg cards Or game

baard. This greatly deCreases wear and tear and adds Ytife to your
materials. ' - :

.

5. Don't overwhelp your Students with too many games at
once. Make sure that each game you introduce is thoroughly under-:- -
* stood and utilized by all pefore a’' new one appears. ,Aftex you have
made' several available, they wil}_develop“favorites.‘and this is as
~ it should be. Howevexr,_ it -is better to have a- few' well-understood
and enjoyed games in your room than many whose full value and poten-.
tial has never been significantly -developed.. oot .

' Following are several ideas that I have gleaned from col-

lecagues, students, and books ower the years, as well as some.I have

’ made myself. None dre fixed permanently in their present form--all
may be adapted to -another subject or a different grade lével once

" the basic operation .¢f the game is Gnderstood. .

« *Tr. T comi¢ Strip Rummy--a ‘card game  for 2 -to 4 players, graaes-l-to 6.

i 1. Cut out 10 four-frame comic strips from the daily news-

. paper and then cut them apart. Peanuts, B,C., Dagwood, and Pogo.
which is espegially good for older students, are good ones to start’

with. - ! . _AS '

- : R .o : . ! . '
2. cut 20 4" x 3" solid. colordd index car@s in half ]
N (2" x 3"). Mount onhec frame of! the four\-frame comiC strip on each

-~ -oard Reaf-the top right so it will be €asy to see when held in a.

hand Wiﬁhﬂother cards. When you are done, you will have 40 small
L3 .'. ’- v . 9!..
: , S &)

t .

w
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'pLaythd.cards. . o =

/is up to you to try out and decide on the method -best suited to

3. Number the four cards belonging to the first SPTTF
Do the same with the other nine sets, numbering them from 2 to 10.
You will hay€ fdur number twos, threes, etc.

~ ' ..
< \ . / : .
The .Play o : .. > . T
. o - . P
. 1. One player deals out four cards to cach player.  ‘the-re-

mainder form a draw pile in the center with the top card face up .

next to the pile.
]

« 2. Played liyé Rummy, the player to the lcft of the dealer
either draws .a new card from the top of the deck or picks up the
card from the discard pile. Nis turn is over when he discards.

. |

. 3. _The object of tli¢ gawme is to accumulate four cards
which form a sirgle comic strip and lay them down in the correct
seguence, discarding the draw card.’ the -first one .Fo fulfill both:
these stipulations is 'the winner. ) : -

Note. I have numbered the packs as it makes blay easier for young

" %“children. However, you may wish to make the gathering of the com-

plete four-frame comic strip totally dependent on identifying the
charadters in the pictures as well as the story linc featured. it

your class. :

IT. _§1}léb13\ﬂaggw—f0r 2 to l”playnps, any grade. . N

1. Make four separate wigyle-vorm playing boards, aboyt. 4-

Jinches .wide and 24 inches long. »¥oin will need to show the scygments
: . .

on the worm, as each segment represants a move. Make-at least 20

segments on cach worm, along with.a comical face., A Funny hat with
flowers or a bow.tie will add to the gamB's attraction. .

2. Make a deck of playing cards, al 'least .40, with one,
two, three, or four, syllable words on them. . Depending ‘on your ob-
jective, the mords could be sight words to be learncd, or phonetic
wdrds to be sounded out. - . . . :

3. ‘u will need a marker for each player. T buy inexpen-

sive molded plastic dinosaurs and racing cars to be uscd as playing

pieccs! but a coin or a square of colorad paper will do just as
well. -t - :

i

The Play
' *1. ‘Rach child choses a card from the face-down deck. The
one with the card having the most syllables in the word on it goes
first, He draws a card from the top of the deck and pronouncés it,
then tells How many syllablas he hears in the word. “1f the other
players: agree with his answer, he advances one segment for each

- . A
26 . - “
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@ syilable in the word he identified.

2. Play procceds trom child to child, as ecach-draws’a card
‘and ‘identifies the number of syllables h¢é hears in his word, and ad-
vances on_his own ‘playing board accordingly. . The first.child to
__._..—-—land on the head of -his--own worm wins the game. A word with the
T .————exact number of syllables nccessary to land on the head must be
drawn in order to go out. ) :

3. In constructing the game, you may add penalty‘cards to
the deck, such as "move backward one space for cach syllable on the
O next word you draw," or "lose your next turm." This adds to the ap-

peal of a game.

III. §xponxﬂ_5um@x——é card gamc for 2 to 4 intermecdiate level stu-
< dents. ) ‘

: X
1. Once you have made this game for your students, they may
want to create their own game decks. They will need to-be intro-
- - —. ---duced to-a thesaurus or be reasonably proficient in dictionary
skills.

: 2. Make .l5 scts of three cards per set, using solid colored
< unlined file cards (3 x 6) cut in half (2. x 3). Each set of three
cards will contain three synonyms, one per card, and the same sen-
tence that makes sensc for all' three words.

The Play | ' ,

! 1. Dbeal out six cards to cach player. Put the remaining
cards in the middle of the table and térn the top one face up in
the discard pile. . .
2. The first player either draws from the deck or from the
discard pile in an cffort to secure three synonums, then discards. a
" card. ' .

-

3. The object of the game is to hold .and lay down two sets
of three synonums each, and then discard the remaining card. The
first player who succeeds is the winner. ; !

Note. This game may be adapted to any. grade by using casy or more
difficult synonyms and sentences. A variation might be to usc a
“root word with.three different structural-endings and tgree dif-
ferent, yrt similar, endings.

IV. The FlLoblem-Solving Gameo--an affective values game for the
T : internedinte grades; 2 to 4 plavers.

1. You will need to make a piaying board comsisting of a
path divided into? 30-40 spaces with a starting and cndilng point.
Your theme will suggest the kind of path. -For example, if you use

44
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. L .

—%’Snoopy“"ahd"hi's'“gahg'éé ‘your theme, you might have his doghouse at
one end of the game board and a big bone at the other, indicating.
the goal sought. In addition, you will need to wake a deck of cards
containing values problems appropriate to the grade you arce teaching
and the maturity of your class. Problems might suqgest themsclves :
from interactions _in your own room or from problemns common to the
ayne level. For example, a card might read "What do you consider to
be a reasonable responsibility for you to have around your home?"
or "wWhat would you do if your best friend asked you for the answer
on an arithmetic test?" Others might include the justification of
white lies, uor followinl one's own dictates rather than following
the crowd. ‘The idea is to force a value judgment from the player
whose turn it is.. S N

The Play : - ~
1. ‘he first player draws a card from the values deck, .
reads it, considers the problem, and solves it with an answer. 7

. 2. Each of the other-plqyers-considcrs.the answer giuon,
and reveals one of his three number cards, and reveals e of ais
three number cards, which contain a zero, a one, or a two. A low
number indicates that the player feels that the resolution to the
first player's problem is a poor-one; a high pumber indicates that

the opposite is true. - '

3. The first player advances one space for ach numboer
totalled on the other players cards. For example, if there are
!  three other players who give. the solution to the tirst players
problem a 1, a 1, and a 2 respectivaly, then the first player will
advance 4 spaces. He then relinquishes his turn to the player on
his ‘left. i

4. The gamp‘conﬁinues until somecone reaches the goal ins
+ dicated at the end of the playing path. '

B

.
-
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SYNONYM RUMMY '
—_— - Y
The noise from the fans TThe uproar from the fans
in the arandstand was in the grandstand-was
loud ’ loud. ,
\ ° - g
N The racket from the fans

in the grandstand was
loud.

@
.

SAMPLE SET OF éYNONYM CARDS FOR RUMMY~TYPE GAME.

SYLLABLE RACE

— e Ma ke -ome- worm - for each-playor. or.make . four .on .a .single. . - ... ...
: game board

deck of playina cards contnininqll—d syllable words:
oxample: :

in-vi-ta-tion be-tween
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COMPUTER-ASSISTED INSTRUCTION AND
LEARNING BASIC SKILLS ) .

" MARTIN KLING
RUTGERS UNIVERSITY, . °

h -
INTRODUCTION . . '

= R B - ° N 0T Q . -
Background | . o _ B

‘The number of applications of Computer-Assisted Instruc~
tion (CAI) has been steadily increasing since the first commercial
computer was installed in the Census Burcau in 1951. Atkinsonr
(1968) cites at least three factors to account for this increasing
growth. . . . o . : C e

1. - The interest and extension of programmed. instruction.
from a Skinnerian point of view toward learning;

2. The increased critical mass of- available ccmpulcers,
especially time sharing;

3.- Government funding. .

Two recent surveys indicate the extent of usage of CAT.
Lekan {(1970) lists at least 31 programs in Reading and 215 pro-
grams in Math being developed from-the preschool through the col-
lege and universities, pablic school scettings, and the private’ .
sgctor. - . o o

The American Institutes of Research, in conjunction with
the National Science Foundation as reported by Darby et al. (1972)
conducted a study of all 23,500 secondary schools in the United
“"States*as“;OWtheir'usage"of-computcr~technologyr -On- the-basis-of ————— -

a 54% rate of return, it appears that the fifth most popular use.
of the computer is CAI. The actual number of sccondary schools
using CAI was- 134. : ) :

i . )

1 ' .
Briel Review of the Literature

.

A&curding_to Jamison et al. (1974) CAl projects were prob-
ably none%istont before 1960. Until 1970 ot 1971 most projects
e were_nni ”rgigy_pg§gQLwﬂgﬂg~qfvgpgm@ore well fuqd@d and resecarched
CAI programs in Reading and Mathemalics began at Stanford Univerc ™ ™
sity in 1964 under a grant from the U.S. Office of Rducation. L
Several bagic findings emerged, as reviewed by Atkinson (1968).

‘Suppes and, Morningstar (1972), and Jamison et al. (1974).

1. ”hoys who t{pically'do poorly in ijnitial reading in \v
traditional programs do as well as girls; T

2. "CAl reading and math takes less time than instruction
in! the classroom; ’

@ . P
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3. oOn standardized and nonstandardized tests, studentg in
CAT reading and math programs in the pyimary grades
achicve statistically better performance than their
counterparts in a classroom situation;

4. The amount of achievement gained is positively related’
tn the number of CAI sessions & student received; i e

5. CAI can be used to improve achievement scores of dis- ,
advantaged students; - .

6. Positive -attitudes were manifested by disadvantaged
students on home terminais.

- THEQRETICAL FRAMEWORK

Learncr Parameters

T The fundamental theoretical framework for CAI is the ac-
ceptance of a firmly.established concept in psychology of the ex-
“istence of inter and intra individual differences in individual
rates of learning. Suppes (1964) feels so s“rongly about this
that he believes that it is ". . . the most important principle of
learning as vet unacceptéd, in the day-to-day practice of subject
matter teaching in the classroom.”

Suppes cites a study of kindergarten youngsters who were
trained to a criteria of 14 single words, built upon from 14 let-
ters with a criterion of 28 successful responses. After this cri-
terion was.satisfied, the youngsters were given a’ list of 14 two-
word phrasés,“&hbn three-word phrases, then four—word'phrases,'
then five-word phrases. all developed from the iritial vocabulary
of 14 words. Altogether, 38 kindergarten youngsters completed the

o~ _experiment. 'The fastest child needed only 196 learning trials

’ while the slowest child needed 2,506. The mean was 967 with a

standard deviation of over 400. Four other key parameters of

learning are pointed out by Suppes:

1. Immediate reinforcement and overt correction procedures;
2. 'the specific naturc of transfer;

3. optimal block size in learning;

e .4. _ Response. latency. or_reaction time as._a criterion of
’ learning. : ’

The sccond most formidable parameter that enhances learn- |
* ing is attention. Indeed, this is the most common complaint of
¢ teachors at all levels and is often confused with motivation
-either as a cause or—cffect. B. Atkinson and Secunath (1973)
pointed out that there is a gencral conscnsus in the literature
that attentional deficits and attentional difficulties (distract-

ability, short attention span) are most manifest with "minimal ,

o

LY
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“

brain damaged” youngsters and/or neurolaqically impaired learners.

-Learner and Instructional Tasks .

.

3

Glaser (1963) has identified ten lcarner/task arcas:
"l. Provision of curriculum opportunity;

2. Statements of curriculum intentions; '

SR A M X
3. . Curriculum placement decision: ' e B <A
4. Adjusting rate of instruction; : o B

u . . .
5. Proyision'for individual responding:

6. Provisioh for individual feedba:k;

. -

7. Honitéring 1ndﬁyjdua1 ﬁroqr?ss;
:B. fer formance sLandérd for' advancement;
/ 9.* Evaluation of performance;
10. Matching learncrg with next ihstruction:

: 1. pProvision of curriculum opportunity refers to the -
likelihood for learning that is given for learners. The CAT pro-
grams are carefully designed so. that instructional strateqgy di-
rects the student's progress through the curriculum and because of
its initial diaghostic placoment affords the student an oppuntiu-
nity to engage .in strands that are relevant to ‘hAis initiai per-
formance. ’

m' culum intentions describa thoe out=""

vt e # e i

- 277 Etatemeits of
comes of instruction and Tearning. Each-of the basic subirct
areas has available behaviora[ objectives for each of the stronds
in a given subject afea. The computer makes decisions which
takes into accoint the student's performanca, quickly adjusting
to a student's level across all strands. - /J,~ﬁ”1.

. 3. cCurriculum placement décisions-dfre the tasks. that de-
termine the point of entry into the particular subject area, grade
level, and strand that the youngstér is exposed to.

-

¢« 4. MAdjusting rate of instruction requlates the ratc at,
which material 1s made available to learners. 'The student has an
opportunity to work within a given time frame to control the speed:
of presentation {(up to a minute per frame) before going on to the
next presentation. : - :

- e ‘ o
5. provicgion for individual responding concerns the fre-

quency of response. as well as the accuracy and the type of re-
sponse. Fach student on a workinyg teletypewriter has an ongoing

3

el
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record and summary of the responses made.

o .

6. Provision for individual fcedback includes the identi-
fication of 1n1t1atorq, the percentage of accurate responses, and
the type ‘of rdsponses oi a printout that the student can make
available for himself, his teacher, and parents. For example, a
maximum pumber of items that can be covered in 10 minutes can
reach up to 130 responsas.

7. Monitoring individual progress is on-line and immedi-
ate with records that can be preserved in the form of printouts
for the individual student as well -as for groups, of students on
dally, weekly, or any other time frame that is desired.

8. Porformance standard for\advancoment is the 1evol of
achievement that must be obtained by the learners before qolnq on
within ‘the stxand or anothor strand

9. Evaluatlon of performance is the interpretation of the
performanvo 'Of learnors relative to porformance of a class or
other subgroup.or- the individual learner.- The CAI affords contin-
uous evaluation for any of these dimensions. It-can be noted reg-
ularly what the grade equivalent is for the-enrollment group for
above or below avorage group as well as the{ youngsters on perform-
ance level. .

10 Matching 1earncrs with next 1nstruct10n is an on-going
built-in aspect of CAT in that the performance is continually mon-

Jdtored w1th immediate feedback.

CAI and Learncr Parameters

More specifically, CAI incorporates most of the bnslc

‘learning and lcarncd ‘tasks outlined above. Table summarx?oq thc

‘articulation Between CAT and” Lnstructlonal dlmonqlons.

PRACTICAL BASES.

CAI provides an ideal vehicle for lmplcmenLlng the baqxc
theorctical framework of Suppes and Glaser in that it explicitly
monitors inter and intra individual differences in learning basic
skills. It also provides an ongoing diagnostic analysis and
placcmont of a youngster within a subject area, as well as indicat-~

ing_the_strengths and weakngsses within that area.._ruthermorn,
the responsne domands of CAI tend to rivet the attention of the
learner and divert his energies to meaningful articulations.




N

TABLE 1 o s N .

CLASSIFICATION AND RANGE OF VARIABLES FOR ASSESSING
CAT AND INSTRUCTTONAL MATERIALS

o
Constructs and Variables CA1l tnstructional -
. s . : O Materials
Objectives . ’ E : o
1. - Selection of Objnctives FExplicit . pxplicit
2. Specification of Ontcome ; C
- Goals ' ‘ - Fixed R . o Fixed .
3. Ppopulation specific - : Fixed B - Fixed
.Organization
4. Structure of Subject
. Matter . i nofined De Fined
5. Sequnonce Differentiated Entry Fixed
6. Scope ’ . ,
6.1 Coveraqe Flexible Coverage » Flexible Coverange
6.2 Range Broad Range - Rroad. Range
7. Branching . h Muitiple Route Multipbe Route
8. Recycling Multiple Multiple *
9. Snlactinn of Materials ’ L
9.1 Supplementary o Ty
Materials : ‘Many . Many
9.2 Selection of ’ . '
. Matertials F Fuplicit Explicit
10. Learning Environment FExplicit Explicit
Methodology. .
10. . Learning Environment Closed . Qpen .
11. Methodoloay ' . structured Felnctic
. 12, .Time ) Fixed . - . Flexible
13. Pacing R ’ Fixked ' Variable -
—'- 14, - -Modes - i Limited . : Multiple
Evaluation ) ¢ K .
15. Evaluation of Learning Nr)rm/(‘r_il_arion-flo frronced  Norm/Critecion=-Referonced
16. Eva_ldati.on Approachoes Pupil-Centered Tun_r-hv‘r—CnnLnrnll '
. 5EFERBNCES
e Atkinsan,_ B...R., & _Scunath, 0. . M. . The offoct of stimulus S S

change on attending behavior in normal children and children
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A CAl USER REPORTS

DORIS SELUB
FREEPORT PUBLIC SCHOOLS

. o

Under ESAA funding starting in the 1373-74 school year, we
implemented a CAL program in rcading and math in our middle school.
The valuc of this educational tool has been demonstrated in both
_increased achicvement and in increasod motivation. Students havoe
been eager to come' to the recading and math luabs and to’work con-
sistently.and well when therc. Students voluntarily come to the
labs for cxtra lessons during lunch periods, after school and ewen
on Saturdays. -

3 <« Invaddition to the highly motivational aspect of the com- s
putér program, computer-assisted inziruction, (henceforth referrod
to as CAI), provides individualized prescriptive practice for each
student. After the entry. point has been established for the stu-
dent, the computer provides a scrics of practices on the- appropri-
ate instructional devel, taking him up at small incremental steps,

while monitoring and reccording cach student's progress. [Uf the
student answers a question incorrectly, he is given a sccond try;
if he does not get the correct.response at that point, he is given
the correct answer. R

It does not end there, however, beécause the same or. similar

-question will be presented again in his ensuing program until he
achieves mastery. If the level proves to be too difficult, his in-

~structional program automatically moves down a level until he is

" sucoessful. After mastery, the instruction again moves upward in
small steps. , The very pcrsonalized program, starting with the com-
puter's "Hello” grecting by name after the student. types his iden-

‘tification, and going right through to the immediatc tally of cor-
rect responses, énding with "Good-bye, John,” provides the student
with a "tailored-to-fit" program to mecct his particular necds.

! — ' .

_« «The computer assisted instructional mcthod is one which
provides a highly individualized program. Lessons as such do not
exist in the computer memory but-arc preparcd for dach student in-
dividually on the basis of his/her achiov ent while he/she works
a{ the terminal. Diagnosis of student strengths and weakncsses con-
hanced since the'.daily tcacher report includes a profile of cach
student's position in cach concept arca.

" = The HAIMfgaﬂinq;pxognﬂmmnpgngps the ‘remedial recader with

individualized work in specific rcading skills and consequently
raises the student's rcading level. -The program familiarizes the
student with commonly encountered word structures,, vocabulary, and
sentende: constructions; ‘providés-practice in the literal and inter-
.pretive comprehéng’ion of written prosc; and develops the student's
work~study skills. ° : . : o . .
. . AN
The, reading program consists of readipe =7 _dice items de-~ ©
+ signed to sharpen the student', svatlls in 1ive arcas: word analysis, ’

O
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vocabulary extension, comprehension of sentence structure, dinter-
pretation of written~material, and development of study skills. It
contains material for four years of work at grade lecvels 3, 4, 5,
and 6 as well as supplementary remedial material that extends down-
ward to grade level 2.5. The program is divided into two parts:
Basic Sentences and Strands. : * *

Pasic Sentences begin at grade level 2.5 and end at qrade
level 3.5. All the items in this section are very short and casy.
They repiesent the simplest type of practice problem-that can be .
presented in ajcontemporary computer-assisted.instructional system.

Strands

- “The strands structure extends from grade lcvelvllﬁ through
‘the sixth grade. A strand is a sequence of related items. There

.is one strand for each of the five areas covered by the program. A
list of strands follow, showing the subject area each.covers.

'

Strand A Word Attack - analyzing words as units
\ Strand # Vocabulary - building a reading vecabulary .
Strand C Literal Comprehension - understanding the

literal meaning of secntences

Strand b lntcrpretive Comprehcnéion - reading sen- . °
tences for -interpret-—tion :

Strand-E . Work-Study Skills - learning to use resources .

' veffectively . :

) The strands structure allows each student to move at his
ownh pace. The material a student receives from a strand is inde-
pendent of his position in other strands and of the progress of
“other stidebts. to. '

The uumbér of items allotted to each strand changes from
grade year to grade year.

‘ ’ Progress Through the Program 7

je

a4

"Normal Motion

o -The studeat's movement through the program depends upon the
number of correct responses he makes withip a class. If he re- >
sponds correctly to all items in a class, he moves to the next
class. If he makes one crror, he will also be, moved Lo the next
class; however, the missed item will be carried forward and pre-
sented ajain in the next class. 1f the student makes two errors,
hé remains in that.«lass, randomly. repeating the missed items until
he makes cither. one or no incoryrect responses. At this point, he

v
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will move Forward'as described above.

. . .

) 1€ thn‘stu'd(mr..) misses three or more items, he is moved back
one class. An item that has been carried forward from a preceding

_class is not counted as one of the threc or more items that causc
the backward movement. .

Errors. Mavement
-0 next class
1 next class, carrying missed i@om fbrwnrd
2 no movement; missed items repeated in random
order . ,
3 .lback to preccding/plass A ) '

The same criteria for forward and backward motion apply to
both the Basic Sentence section and the strands. . In the strands’
portion of the program, however, the student's progress in cach 4
strand is independent of his movement in- the other strands. " If he
does well in one strand, he will move forward in it even if he is
pcrformiqg poorly in the other strands. o,

Initial Placement Motion

. Sghﬂents enter the program at one of four grade levels:
3.0, 4.0, 5.0, or 6.0. The teacher indicates -the entering grade -
. Jevel for individual students or for an entire class. A -student's
_entering grade level does not have to be the same as his actual
« ‘grade year. . : .
1f the student performs either very poorly or very well at
his entering grade level, the program can adjust his grade level up
or down in half-year steps. This rapid adjustment of grade level
“is called initial placement motion. It is in effect only during
the student's first 10 séssions. . _ - ‘
: ) 1f the student ansyers only 50% or fewer of the items cor-
rectly during any of the- first 10 -sessions, the program moves him -
back a half year to the closest grade: level of .0 or .5: for ex- °
,+ ample, from an.ehtering grade level of 4.0 to-a new grade level uﬁl «

3.5, 1If Ehé»étﬁd@ht#dﬁsworsAQS% or more of the items correttly,
.~~thevptogram»momgsmhimmIonwand,gwhqlﬁmyparﬁﬁ“Eorucxnmnlgm,fEQm grade
level 4.0 to grade level 4.5. - ;

. . I . ‘
. At the end of the first 10 sessions, the members of a class
that entered the program at grade lével 4.0 may be spread between ‘.
“ the upper and lower limits of. the pregram. Students who nebd re- *
medial work at the level of the most basic reading skills.mﬂy*have“
been dropped to grade level 3.0-or 2.5: students performing above a“ -,
, Eifth-grade leével may be working at grade level 5.0 or 5.5. The 1ni-
tial placement motion assures that each student works at the levcl
appropriate to his ability. o : _x e
38 S
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CAL- AND THE. TEACHER OF TIIE FUTIJRE—-_‘(_(_)Q

CATHERINE M. ANELLI .
LIVINGSTON COLLEGE : e

Wnrgmunﬁlgnﬁucﬂdku of any atudy you mkay learn

by booka at hame; bt the detail, the colowr, the oy
tone, the aiv, (W% Life vhich makea it live {noun,
v ym:nmwtfwlduullthmu«jh»mthmuvin:ﬂmm it
o Limen already. N '
.
| ' John Hency Newman i
o ' : from . .

"what is a Unlversity”

Viewpoints Towards CAI'?LE
* !

. Mention of computer-assisted instruction (CAT) arouses con-
flicting emotions 'amang educators. -some—charge that CAI is but an-
other step .towards’ a dehumanized society; others, awed by computers,
consider CAI the product of a superhuman automation; still others
simply Fear that CAI may replace them in' the classroom. CAI is un-
likely to either increase or decrease the creeping depersonaliza-
tion of modern society. Most of us have adjusted to the use of
computers in other arcas of our lives--for example, computer-managed
credit accounts, and we do ‘not particularly miss the personal at-
tention of company bookkcepers. Awe is also inappropriate since
computer is a man-made product of far more limited complexity than
the human brain. Dread, or»perhaps apprehensiveness, is certai
understandable considering the capacity of computers /to assum
instructional functions. This brings us to the centk I
this discussion. Can teachers be replaced by machines? Or do
teachers perform certain functions that transcend automation?

Levels-0f -CAL..y
Thesequestions cannot be fruitfully fnvastigated be
some understanding of just what it is a computer is capable of do-
ing in education. Atkinson (1968) defines three levels of computer-
assisted instruction according to the eomplexity of the interface®
botween stmdent and’the system. Thase levels are: drill and prac-
tice, tutorial, and dialoque. According to Atkinson and Wilson.

"”(1968)ﬂthnflcast’complex“progrnms——dri{lwand~practice~~nrnwthc“mosL»Mw

prevalent modes of CAI and are used mostly for supplementary in-
struction. Concepts should Ffirst be introduced to students in
class and then CAI can be used to help students review and practice
these skills on an individualized basis at typewriter terminals
and/or cathode * ray types. CAI'drill and practice’ pravide immedi-
ate fecdbadk and correction. Students may .also be branched; to. more:
difficult dr easier material and- teachers receive iveports on stu-
dents!. perfformance. ‘ S ’



.

et Programs which assume tho burden of instruction are c¢alled

~

tutovial programs. Recanse tutorihl programs are, ar can be, de-

signed to teach w1Lhoﬂt the intervention of a hnmnn teacher, the

hardware usually needs ko be more extensive than that which s

,
7' normally used in Arill and practice programs. -Student terminals

may be cquipped with film pro)nctoxg, cathode ray tubed similar

Lo

small television sets, carphones, and a typewriter. -Letters, num-
bers, and simple line drawings generated by the computoer appear on
the cathode ray tubc (CRT) The computer can also quickly present

graphic displays and complox iltustrations on the'film screen.

Audio messages direct the student's attention. to these.itlustra-
tions and explain material- presented on the CRT. Students respond

hy ‘using the typewriter or a special light pen designed “for usec

with thy CRT. Tutorial programs may also involve the.student in

game-type situations. These game and simulation programs present -
students with real-life problems and permit them to expericence the

conscequences of decisions.
:

dent-computer interaction. Theoretically, the student would be
able 'to ask questions and make responses using natural language.

»

-~

Dialogur programs represent the wmost complex level of stu-

The student would.also be able to exercise almost unrestricted con-
.trol over-the secquence of materials. This is the'ultimate in CAI
““and progress in the development of such programs has thus far been.

quite limited. .

'

CAX ClaSsroom Functioﬁs\

Under ideal - condltlons, CAI can assume the following class-

room functions:

1. remediate or advance skills through extensive branching capa-

. bilities;

2. teach new materials and provide helpful hints and additional

3

information where needed;

3. present material at the student's own level and thus avoid a

frustrating mismatch of material and student;

4. Lnsure that chlldrnn ‘pay attontlon and'are actlvely Jnvolvnﬁ

in lemrntng} . , (O

~

prov1de immediate knowledge of rcsults.

s - - "

,CAI programs of the future may pemet,studPntq to:
1. ask® qupthonq nnd make responqes in, thoxr own language;
2. _ communicate with other CAL users;

3. branch themselves to special parts of the prnqrém" and even
ercise complrte control over the LAT on\xronment.

o - 40
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- o . - ‘feacher Classroom Functions

Confronted with machines thal can test, review, drill,
teach, motivate, and even diagnose, teachers might well reéxamine
their classroom functions.  Which of these functions coild be pro-.
._..‘_.,__-__.QmPth,b_y__CAI?__._UO&L,.CAD_!;he_ tedcher-wokk with CAI2 _Which_areas.
will most likely remain beyond the reach of CAarz,
AT e CAl will release the teacher from irnvolvement in drill ses-
.'slons. Teachers in CAI environments will not nave to teach basic
skxlls in reading, mathematicg, or language arts. Students will:
also learn many advanced skills and even be expected to thnk c;ca— ,
tively about probfems.

Tcarhnr" will.then be free from involvement in repetitive
exercises and freed from the tedium of paper correcting. llowever,
) machines can only teach the material they have becn programmed to
- teach. Who will write the programs aind design the curriculum?

Atkinson estimates that ™. . . a typxcal lesson in the reading pro-
_”_"“‘“"“grQNTAWhICh takes—the average student -about—30-minutes to complete;— -
_requxrcs in excess of 9,000 course-writer commands for its-execu-

tion." Some teachers will spend the many hours necessary to prepare
lessons--lessons which,will then be taught to thousands of studénts
~ over wide. ago spans.

Suppes (1966) consxdcrs the organization of ‘the curricnlum
‘to be of prlmary xmportance

For example, in what order should the ideas in elementary
mnthcmatlcs be presented to students? In the elementary
lcachlnq of ‘a foreiyn. lanquaqc, to what extent shounld put—
tern drill precede expansion of vocabulary? What miture
of phonics and-leok-and-say is- appropridte for the begin- _
ning qldqu of reading?

“fcachers 'w1ll have to make decisions like these based on knowlcdqv
of their spoecializations and on knowledge of their students' spe-’
cial needs, bath personal and acadcmlc. .

- : Goodlad (1969)‘envisions education in the year 2000 as a
compnter related environment in which teachers would play diver-
sified roles.’ In addition to CAI lesson preparation and curriculum
planning, teachers promote group interaction and intellectunal dia- -

logque, ". . . »'taff the counscling centers and . . . engage in
presentations VIvad and responded to on home and ‘community' ter-
minal screens. Others would evaluate IPAI] 1n order to dotermine
the effectiveness of .instructional programs.” Change means not’
just adding something new but involves a redesigning of lh(- entire
systom.

4y .
Bell (1974) believes that students should be giv;-(n signifi-
cant control over the computer and associated instiuctign as hard-
ware in the learning environment. In the computer-related environ-
ment of the future, students will be required “. . . to sclect
their uwnxproblums to solve, to phrase problems in Le(ms.nmennblc

‘}.'
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- to attack, .to choose their own plan of attack, to make npﬁropriath
modifications when things go wrong, to decide if the answer is
correct, . . ." The teacher will then be a resource person in this
student-controlled learning environment in which students ard
teachers cooperate to improve education. ". . . Teachers can be

TTrEEATe FrexXibIe and - can 1ntoract more offectively with cach student
than can a computer program.” Students on CAl may wish to request
help from a human teacher especially if they fail to comprehend in-
structions, or if they find the machine explanations or answars un-

acceptable. ;

Presscy (1964) reminded us that we must consider the prob-
lem of transfer. "How much does practice in an autoinstructional
language laboratory improve: real-life use of the language?"”  Stu-
dents involved in autoinstruction may also lack awareness-of Lhe
total structure of the task in which they arce involved. Schoen
.(1974) mentioned the importance of having eclementary school chil-
dren manipulate physical objects. T.achers will ther have to teach
for transfer and supplement CAI in- ruction with field trips, class

~ projects, and an enriched "real lire" classroom environment.

Schocn observed toat computers will probably not be able to
accommodate instructign to students displaying different personat-
ity types or cognitivd styles. It is difficult to imag.ne how CAI
will accommodate extroverted, introverted, depéndent, and independ-
ent types of learners. Therefore, teaghers will need to guide stu-
dents to appropriate CAI programs and schedules.

Tecachers in computer-related environments will still have
to acquaint their students with bocks. Asimov's (1974} ‘defense of
books in preference to tape cassettes and other audiovisual cquip-
ment applies equally to the convenience of using books in prefer-
ence to CAI. Books are portable, require no ‘energy that will place

.a strain on the environment, need no special equipment, can be used
anywhere (in bed, in a tree, in the bathtub), have controls that
can ke operated by the will, can be played or used at any speed,
and advanced or reversed easily. Books permit users te fashion
their own displays and images which Asimov says are ". . . infi-
nitely better for you than those wished on you by others. .The book
offers a relationship that is made to order by the reader himself -
and fits his own peculiarities.” When one reads a bnok, one cre-
ates cne's own imaans including the sound of various voices, ges-
tures, expressions, and cmotions. "And if you take the slightest
pleasure in creation, the book has given you somrthing the tele-
vision programs can't.” The reading of books demands much from the
reader and Asimov contends that reading must be carefully taught.
Books, however, will not be replaced. "The bnok may be ancient,
but it is also the ultimate, and the reader will never be seduced
away f{rom it.™ - - .

' o CAI then will probably not replace books.. Over one hundred
- years ago, Newman dealt with the argument that books would or could-
replace tcachers. Teachers would always be important in education,

Newman belicved, because enthusiasm and interest in an academic
discipline can only come from those in whom this special excitement
o

-~
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already lives. Wo musL;pnme, Newman said, to teachers of wisdom Lo
lecarn wisdom... o .
R e / t -
Mcathonn (197G) warns of the pitfalls surruundxng CAL for
"We are trying only to do better and faster what is beind done less

e cwell and more—slowly<—But-much-of-what we arc now d(nng in cduca-

tion may be wrong . . . Also there is more -to education than the
.promotion of skills-- -

Education also has the functions of socializing individuals,
of shaping their values, of preparing for citizenship, of ’
conserving Lruditions, and of imparting some scnse of awe
before the wonders of the universe.

Summary

The teacher of the future will be a professional with a
formidable array of skills and abilities. These compctencies will.
or should nrludc familia:rity with CAI janguages such as Course-
‘writer, Basic, ~Tfutor. Tcachers will need a brouad hackground in
many related ncadcmic areas, knowledge of learning theory and cur-
riculum strategies, and the-ability to counsel sLudcnts and guide
them in planning (.ht_ll educations.
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SECONDARY TRENDS: INSTRUCTIONAL FRATES
AHD OTHER CONTENT GAMES

JOSEPHINE S. GOLDSHMITH

RUTGERS—COLLEGE"

The fiecld of secondary recading has developed with a stnady
if not dazzling rapidity away from the remedial and eclementary

. models with which it began. A birth date for the f{iecld, or at

least a name day could be set with the appearance of the Forty-
Seventh Yearbook of the National Socicty for Study of Education in
1948. This volume represented an official recognition by educa-
tors that neither reading problems nor the need for continuing in-
struction stop suddonly at grades 6 or 8. This volume was seminal
in stressing the nced for support1VC developmental rceading instruc-
tion for young adults. It is a nice historical tidbit that Nita B.

Smith traces the first use of the phrase dcvolopmanal roadan to
-Cuy Bond in the Yearbook “(Smith; 11964, 7p.” 297y 7 D

Aithough the Forty-Seventh Yecarbook presents what is now 28
year old ncws, the concept of sccondary developmental reading in-
struction is still too radical or frilly for many school systems to

adopt. _In a 1972 survey of 50 state departments of education and
185 selected districts, Freed (1973) investigated requirements for
junior high and high school reading programs. She found that,

while districts tended to go beyond statc mandates, the total show-
ing was still thin. Although 55% of the districts stated that they
required rcading in junior Ligh and 22%- in senior high, pressing
the question revealed that the requirement was applied to all stu-
dents in only 28% of junior and 5% of the senior high schools sur-
veyed. It-is not atypical in New Jersoy districts to place the

‘more able seventh gralders in a language program and the less able

. in developmental recading. In many secondary schools it is con-

'

sidered a luxury for the reading specialist to leave’ the disabled
'readers and allow time for content arca consulting. To discuss
reading Honorably in a secondary setting, we scem to need to 1mp]y
that someone has a problem. The remedial model rides aqaxn‘

Reading dlqablllty obviously docs exist on a sccondary
level and deserves careful expert attention. Attending to rcmcdlal
recading by itself, however, does not constitute a proper fccondnry
reading program. - Developmental programs cut a wider swatlh. Broad-
ly defined they cncompass attention to recading dcvolopmcnt Jhlch
occurs in subject area as well as reading classcs. »Dcvolopmnntal
reading takes the slightly qub—avoragc, averaqge, and qnporlor read-
ars some steps further along in qPJlls N

While it is easy to, advocatc dnvclopmnnLal roadlnq proqrnmr
across .the board for sccondary schools, it is a much trickier uy-
dertaking to qpcc;[y witii any confidencewwhat their structure ard
cmpha91q ought to be. Presently, the ficld presents a variety of
approachn" Unfortunately, there is little theoretical undnrpln-
ning and almost no attempt to test the uscfulness of various

-~
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methods in a controlled fashion. In short, sccondary reading of-
fers a cluster of approaches which have some curricular or surface
validity only. We have, in fact, no evidence that using one.ap-

proach is better than another for given student groups or better

than doing nothing at all. It will be the purpose of this paper

to_rovicw_curraent —tronds_and—raecapt—approaches—to--the—teaching of
} - 123¢ FOPIG—H ¥ AL—approdchas—to—the— hi-pg—of

secondary reading, stressing those which are developmental rather
than remedial in emphasis. - :

Skills Approaches

. Most methods for secondary developmental reading are under-
girded by, or at some point. suggest, the use of a skills list or
hierarchy. Skills hierarchies represent a hypothesized set of op-
erations which students perform in order to deal.with reading mate-
rial successfully. llierarchies may cover skills suitable for pre-
reading to those appropriate for graduate student use. Most have

a grass roots origin in district curriculum guides. The Wisconsin "

Deésign, a comprchensive reading management system, incorporates an
extensive skills hierarchy developed from the curriculum guide for

reading of the Madison Public Schools "{Otto & Askov, 1974). skills .~

are divided into six areas: Word Attack, Comprehension, Study

"Skills, Self-Directed Reading, Interpretive Reading, and Creative

Reading. Behavioral Objectives are provided in ‘three areas: Word
Attack, Comprchension, and Study B5kills. For the other areas, /
"open objectives” (p. 16), are stated. Even if the Wisconsin. de-
sign' is not .in use in a school system, the Rationale provides a
detailed skills hierarchy which has achieved high ratings for thor-

. oughness and classroom utility (Kling, 1975). The hierarchy in the

design would he exceedingly helpful for teachers who wish to in-

‘corporate skills teaching into their subject area lesson plans.

Appendix A shows a sample of Comprehension skills from Level G, the
highest in the hierarchy. . These skills can be applied Lo a wide
variety of middle and sccondary subject lessons.

Another highly usable skills hierarchy is one developed by
the Bureau of Curriculum Development of the Board of Education of
the City of New York. The New York guide uses an ungraded, but
sequential organization. Level A is labeled, "Developing. Pre-
reading Skills," Levels B-D, "Initiating and Developing Basic
Reading Skills," and Levels E-il, "Extending, Refining, and Apply-
ing Reading Skills" (Board of Education, City of New York, vii).
These skills, planned to be applicable from Pre-Kindergarten
through Grade 12, offer a rich source for development of skills -
based lesson plans. One strong -féature is that thinking skills
{getting the main idca, determining Sequence, drawing inference)

_are_introduced.as.carly.as._Level B.._ Behaviors.are.described fully ..
" enough to allow for casy transfer to the classroom.

More difficult than the issue of where to find a skills
hierarchy is the question of which skills to select for teaching
in specific grade levels and subject areas. Attached to this
question are concerns .about a usetul pian. for assignment of skills.
Should specific skills be taught in reading class amd then krans-

45
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ferred, or directly in subject areas? Is.possible duplication of
skills teaching inefficient? Somec districts prefer an overall
skills plan where given subskills are designated for teaching jin
given grades and tracks. The advantage to this plan is that the

- teaching of key subskills is not neglected. Difficulty. however,
—Etypically arises when material assigned tor the grade is not a
useful vehicle for the assigned skills. Skills which were devel-

* oped as means to help students cope with reading materials begin

to assume a life of their own. Perhaps the goal needs clarifica-
tion: is teaching a SKILL an. aim in itself, or i§ skills teaching
viewad as a method to help children develop towards reading in- , .-
dependence? It might be fitting for rezding experts to develop
some humility in this area, especially when we notice the atheco- .

retical untested quality of "the hierarchies. The higher the think-~
ing level on which the skills based, the less data appeara avail-
able and the more treacherous this issue becomes. Otto and Askov

(1974) report validation studies on the Word Attack component only.
Their discomfort at the intuitive base is for the hierarchy is ap-
- parent in the preface. . e _

Although an empirically derived statement -of skills remains
to be,worked out, the credibility of the statement chosen
was good. -The implicit assumption was that the scope and
sequence statements in crrriculum guides are generally ig-
nored ‘because they lack supporting components, not because
they are without value. (ottq, & Askov, p.’ 6)

Directed Reading Approach and Relatives

The Directed Reading Approach (DRA), a spin-off of the .

"elementary teacher's basic reading lesson paradigm, is the grand- ’
father of approaches to what is now called, "teaching of reading

in content areas.” Manuals for basal reader series rather uni-

formly suggest a lesson plan incorporating the elements of motiva- ...
tion, vocabulary teaching, directed silent reading, oral reading, .
skills development, and enrichment. .
- Applications to the secondary field are numerous (Karlin, .
1972; Marksheffel, 1974; Robinson, 1975; Thomas & Robinson, 1972). .
"“gecondary DRA's usually combine elements of motivation, vocabulary

teaching, guided silent reading, and evaluation. The DRA can-be

" expanded to include skills teaching, affective elements, and a
great deal of flexibility for students to follow their individual

interest. ) ) .
: N
?

L secondary -DRA approachkes vary in complexity and length. i
Marksheffel (1975) makes a strong case for the necessity of a DRA s .
Fpproachto high school and college assignment -time. lie presents
a very compac: DRA with three components: vocabulary, ‘purpose sect-
ting, and concept -development. ' In contrast to this compqct model,
Thomas and Robinson have presented claborate DRA plans with ex-
tremely detailed reading guides.ir a variety of subject areas
‘(Thomas & Robinson, 1972).

-

1
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--Stauffer has developed a notable version of the DRA, his
DRTA. The T stands for thinking, predictably for Stauffer's cog-
nitive bent, . In this approach, both student and teacher are asked
to_"feed forward," that is to sel purposes for reading .and to pre-’

dict upcoming content on the basis of a survey and past experience

with similar materials. The basic steps. are (1) "Identifying pur-
poses for readiny, both. for individuals and the groups” (2) "Ad-
justing rate of reading to purposes . . . and difficulty of mate-
rial” {3) “Achieving reading purposes” and (4) "Developing compre~"
hension"” (Stauffer, pp. 36-37). Since the preceding represents a
very truncated selection from Stauffer's complex procedure, the
reader is encouraged to check the- full reference. Although the-
DRTA “is discussed in the context of elementary reading group in-
struction, it has rich implications for content area teaching.,
The procedure of activating students to pose their own purposes
and questions is soundly in line with inFormation processing lit-.
erature which portrays' reading as an active selective process. in
which thie reader uses a wide variety of cues from the ‘text {Levin

&Wiltiams—1970; Smith,—-1971}-. - S ——

. Instructional Frame

Herber (1970) has criticised the DRA for what he sees is a
lack of specificity in guiding students’ through the.substeps of the
comprehension process. -His instructional frame, a major develop- -
ment in secondary reading techniques, provides a simulation model.
for learning. The teacher is asked-to -hypothesize which particular
thinking operations a student must engage in in order to master a
reading assignmcnt, then to develop exercises to "walk"” the stu-
dents throuyh these steps. 'An instructional frame looks like a de-
tailcd multiple choice exercise. The aim is to'select a point of '
comprehension for development and provide’ a wide variety of correct
and incorrect alternatives from which the student must seiect.

Appendix B shows' part of an instructional frame developed
for word problems by a graduate student for use in a junior high

" school math class (Rabinowitz, 1975). From experience, this

teacher found that students had- particular difficulty in Selecting
key information nceded to solve problems. The frames included show
two exercises designed to provide practice in these skills. One
exorcise forces students to select the irrelevant fact included in
the problem; the other asks them to state a key bit of information
which would be needed for solution. '

. Appendix € shows an instructional frame for an llth grade
English class developed for Housman's "To an Athletes Dying Young.™
The teacher wished the students to infer Housman's point of view’
about the deathSof the young athlete. Rather than engage in a '
global discussion, the frame forces students to juldge the bias 1in
individual phras¢s and then weigh the burden of total evidence. '
After the students work on the frame, the most fruitful part of the
lesson occurs as they present their inferences and are challenged
to support them. his type of frame has wide application to many
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types of higher level critical thinking skills. Students .are
forced to.provide supportive evidence for their inferences and to
.become aware of the varied techniques by which writers communicate
w«tone ‘and point of view. . ’ - ' :
“ . . o .
“‘%——ﬁﬁ“———“ﬂerber has made a strong;poinﬁ“of”thcmgoal of developing
reading independence as the end product of guided instruction. Ie-
.is impatient with the tendency for teachers to engage in "assump-
tive teaching" (1970, p. 29), to take for granted that students
possess ‘the skills or -knowledge necessary to deal with new content.
For him, questioning techniques. need to be supported by simulations
. which help students througn the processes necessary to arrive at
the answer (Herber & Nelson, 1975). Students are guided through a
Stage of dependence during which they internalize the models neces-
sary in order to be able to operate. at higher<xitical levels in
gPeir reading. __— ' T .

Content Approaches

) Many texts and articles 'in secondary reading now take the

" position that skills and processes needed in various subject matter
areas are diverse énough to need special treatment and development.
Dimensions such as the typical organizational patterns of the mate-
.rial, the density or number of new concepts, the load of new vocab-
ulary items and the suggested speed all differ from subject to sub-,
ject. Thomas and Robinson (1972), Aukerman (1972), Robinson (1975},
Karlin “(1972), and.Dechant (1973) devote sections or chapters to
specialized subject areas. Thomas and Robinson and Aukerman offer
the most detailed lesson plans. IRA monographs have been devoted
to the special problems of reading in areas such as social -studies
(Preston, 1969) and science (Thelen, 1976). :

. Concentration on reading lessors for special subject areas
‘certainly obviates the problem of transfer. This seems a ginqular
improvement over the typical secondary model where the tcachers of
English are charged as repositories of all reading skills instruc-
tion which is then expected to gereralize to other classes. The
model of the reading process implied here appears to be a multi-
factor one.. It is assumed that rather than a global construct,,
reading comprehension consists of multiple separable subskills -
which need to be learncd. Whatever the ultimate validity of this
model, like thd others it lacks support from theoretical or data
based studies. : > ’ .

Eggnitivé Processing Appfoaches C .

. Some ‘new approaches to reading comprehension have vcered
away from classifying every more specific subskills €o- examination
of underlying processes (Gerhard, 1975; Henry, 1974). Highly .in-

[ fluenced- by’ Piaget's thinking, theése methods hypothesize funda-
mental thinking.operations which aré assumed to be a basic compo-
nent in dealing with paragraphs or larger units in reading.

18
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"(2) the invention of structure" (p. 10).

- a4 -

: Henry views reading as "the use of the modes of analysis
and synthesis within the medium of written or printed language"

(p- 4). NAnalysis is the process by which the reiations within a’
single work are deduced Thp students then syntheésizes these re-":
‘lations to form a hypothesis or .concept about:ithe work. Chncept.
development includes two steps: " (1) thc Adiscovery of relatlon and

To -help students synthesize: to develop concepts, there
must be. the activation and integration of four logical operations:
joining, excluding, sclecting, and implying (p. 25). Although
Henry's discussion and examples center on literature, the method is,
applicable to many content areas._, Social studies, sciences, fine
and industrial arts are replete with opportunxtlos for the joining
and oxLludxng operations he suggcsts

llenry has criticized the teaching of literature for its
concentration almost totally on the analytic phase. He holds that
the "good discussion” of the English class lacqughgmgpgnxt1ve
structure which he views as essential. He is also critical of the
multiple skills approach since he views this as preventing the
student from discovering his own set of relations.

Concept Develgpment, a la Henry, does present a definite
structure of opecrations. Students are'guided through a reading
algorithm consisting of the elements of joining and disgarding to
form a created condition (the concept) then “drawing an implication
from the created condition”. (p. 19). - At this point, a concept that
has becn established is tested both by checking it for validity
against the passage from whbich it was drawn and extrapnlating it
into the arca of the student's experience.

If a Herber's instructional frame tends to look like a com-
plex multiple choice test sheet a Henry Concept Dovelopmont exer-
cise resembles a Venn diagram. Appendlx D shows a Concept Develop-
ment exercise for two poems: Housman's "To an Athlete, Dying
Young” and Robinson's "Richard Cory." While the instructional
frame model leads 'students toward the teacher's preconceived goal
through a variety of inferential steps, the concept develoPmcnt ex-
ercise, although structured in approach is mora open in conclu-
sions. fThe top part of the exercise takes the students Lhrough "iro
an Athlete, .Dying Young” 'in a concept development paradigm involv~
ing the four steps suggestad by Henry., At the compietion, students
would have developed, with teacher guidance, their own constructed
concept of what Housman was saying about fame and would have check-
ed this idea back against the poem and against their own informa-
tion from cxperience. These last steps are highly ‘reminiscent of
Bloom's Evaluation--judgment in terms of internal evidence and ex-
ternal criteria  (Bloom & Krathwohl, 1956). The set diaqrnm s -
gests a direction in which discussion mlght go to synthes 17c oV re-

.late Housman's poem to "Richard Cory. Bach circle xnploscnt one

poow: the small letter shows the clements distinct tvo each. ‘The
X a){a indicates overlap shared ideas, views, themes. After an-
alyzing each work separately, students would be led Lh{nuqh oexer-.
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cises in whlch thcy worked at dlsvoverlng the commonalltxcs

Gerhard (1975) has presented another Loqnlrlvc processing
approach. His method is both more structured 'and more reduction-
lbtlL ‘than is Henry's. Gerhard vicws comprehension as reducihle

TEGTd process of categorizing. 'His work presents a somewhat more
closed system in process. fHe does, however, include detailed sug-
gestions for essay writing as well as reading, and provides’ an ex-
panding structure which would seem to encouraqge studbnts toward
fuller expression in their writing. Roth Gerhard's work and that
of Henry provide rich suggestions for classroom dovolopmcnt

~

Cognitive processing approavheq fall in line with a read-
ing tradition initiated by Thorndike in his Reading as Reasoning
(1917) and most recently, vigorously upheld by Stauffer (1971).

- It appears a healthy trend that the minutiae and specificity of be-
havioral models are offset by this cognitive trend.

~Selecting an Approach

Obviously, the decision as to which. route or combination
of features to select in developing sccondary reading programs is
a matter for staff and administration of individual schools té de-
cide. The readlnq field itself has left far behind the.question of
whether secondary reading instruction ought to take place. 1t is
essential as long as schools feel a commitment to guiding advanccd
learning and dcvc‘oplng thinking skills.

Clearly: program choice should be heav11y 1nf1ucnccd by the
learning characteristics of a partlcular school population. Yet,
the guestion of which approach /is most useful for which qroups of
students remains an unexplored :landscape. Close cooperation bes
tween school and university staffs where rescarch projects might be
jointly designed and 1mplomcntcd might present a bcqtnn)nq to the

exploration of these urgent.questions. /
/l“ X . ' ..\' . :
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. : APPENDIX A o

. FRDM OUTLINE OF READING SKILLS,’
. THE WISCONSYN DESIGN FOR READING SKILL DEVELOPMENT

‘ . -

COMPREHENSION -

‘Level G
1. Dctermtnes sequence multiple explicit relationships'
N
=, Objective:_ The child determines the ordcr of events in.
oaragraphs thh multlplc expllcxt qequentxal relation-
naps. - .~
S2. Uses loqxcal reasonlng )
a. Rcasonq deductlvoly
‘_m_h . Objcctlve-' The child. dent1flo§/;ho correct con-
.clusion to-a syllog1 sm with ore major and one minor
B ~ premise embedded in context. .
b. 'Rbasons~inductivcly : i .

Objectxvc § The child, infers a qcncral principle
from a selection in whwch specific pieces of infor-
mation supportxng that genecral principle are ‘given.

. -
3. Usés context clues: obscurc meanings of familiar words®
. i . . ‘?) ’
- - © .
_ o v 84
* - | I o
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. Objective: 'The child determines the obscure meaning . .

e

of a familiar word in context hy usings the contextuai
devices of cause and effect, dlrech.descrlptlon, and
contrast.

P APPENDIX'B .

.

~ .. [INSTRUCTIONAL FRAME FOR w?n9 PROBLEMS
: FROM RABlNO?TZ,_ 5 .

o . N

Fihding What Is Missing

a

o -

‘In each of the follqw1ng questlons, ‘one necessary fact has been
= "leftout.- What fact would you have to know to answer the questio

1. A mﬁn bought ] thrts. How much did he pay for them?

n?

2. If Charles saves $2 per week, how many weeks will 4t take him .

to save enough monecy to buy a Qortable radio?

3. If yoy_bought a bat and 2 balls for a toLal of $8, what did

you pay for. the bat? _ = ,

7

@

for a pound of potatoes?

5. Sarah paid $3 for butter. What was .the cost of a pound of
butter? . 3 ’ :

6. Mt 523 per ton, what is the cost of a load of coa]?

- N

E 7. Ed spent 3 minutes readding a page in a book; How many words
) . can BEd rcad in one minute?

- >
- 8. 1f you buy 3 ties, how much change should ydu receive from a-
$10 bill? : . ’
9. Saul can drive his small car 35 miles using.only one gallon o
gas. lic took a long trip by automobile.. lHow many gallons of
- gnso]lnc did he use? _ ) '
10. ~Mark bought a television set costxng $145. lle made a down
paymeut of $45 and paid the rest ‘in equal-.weekly payments
low many paymcnts did he.have to make?
11.. Charlie spent $5.00 for a few shlrts. . How much did he spend )
".on .each .shirt? ) - e e
12. Jane went 3 miles in 25 minutes. .How"lﬁﬁémdiﬂ it taFe her to
e ) get to hcr qrandmothvr s hOuse? : . )
P ' ':-_:‘—':ff':’_—,—_—-,—/ P

~ ;,—r~’“~’“’55’~’
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. .

13. Shelly'ﬁgt 5 of hcr frlends and they .all decided to qo "to the
. mov1es. How much d1d it cost them altogether?

=N

Finding What is Unnecessary

In each of the follow1ng problcmq, there ‘is one more fact thhn is
- necessary for solv1nq the problcm. ‘State the unnecessary fact and
- -then solwe the problem. .
. 1. How many bodxes are needed to package 100 pounds of rice. that
sells for 23¢ per pound 1f each.bok is to contaln 2 pounds of
r1ce7 X o C e

2.0 Mr. Simpson made a trip of 180 miles. His car nceds 1 galldn
of gasoline to travel 12 milas. How many gallonq of gasoline
that costs 32¢ per gallon did he use?

3. A Salesman received a weekly salary of $75. 1In addition, he

"gets $2 extra for eacd article he sells. tiow much extra did
he receive if he sold 37 articles? ’ :

s

4J”‘Alan necds 4 féet of lumber ‘to make a shelf for his bookcases.
‘How many shedves tan he make from a piece of lumber that is
13 feet long and coqts 34 cents per foot’
5; How much change should Anne receive from a $lO bill if she
. ..bought 6-pairs of stockings at $1 per pdir and 3 handkeichiefs

for which she paid $3?

. 6. Flrd‘che cest of 4 tires, each'weiéhing‘Zl pouhdsllif the cost
i of one tire, is $27. - o : .
© 7. Flnd the cost_of 3 tablecloths, -each 108 inches.long? if one
tablecloth costs SlB. :
-

8./ Jane s mother has 6 children. How many glllS will she\havc if

she just had’2 twin glrls and these q1rlq have 5 older ‘sisters?

9., Joe bought a blue sweater on sale for $8.00 cheapor than the
original price of $2%.00. He saw the same sweater in anothet
store for $29.00. How mych did he pay for the swedter?

. -
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The time you won your town the race
Me chaired you through the markct place,
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ERIC

Aruitoxt provided by Eic:

@



Man and boy stood cheering by, \
And home we brought you shoulder—h?gh.

Today, the road all runners come, \ 4
shoulder-high we bring you home, |

and set you at your threshold down,

Townsman of a stiller town.

o smart lad, to slip betimes away

psnme e oo - Prom fields where-glory does not stay, -

And early though the laurel-grows

It- withers quicker than the rose.

Eyes the shady night has shut

cannot see the record cut, . \
. And silence-sounds no worse than cheers
A fterséanthohas Staopped the ears:

!’

D

Now you will not swell the rout

of lads that wore their honors out,
- Runners whom renown outran o
AHd the name died before the man.

So set, before its echoes fade, .
The fleet foot on the sill of shade,
and hold to the low lintel up |
The still-defended challenge-cup.

And round that early-laureled head

Will flock to gaze the strengthless dead,

And. find unwitheréd on its curls

The garland briefer than a girl's. o

A. E. Housman

]
\

Instructional Frame: To an Athlete Dying Young

pelow are a list of phrases or sentences from Lhe pocm, ecach fol-
10wed by 2 blanks. Reread the poem carefully, then mark the first
blank witu;hn L if it refers to life, D if it refers to death. f
you thinkarither choice is appropriate, use a zero (0). Judge

whether caclijofithe phrases suggests a positive or negative atti-
tude of-:ifever death. If you feel it is positive, put P in the
“'second blank, if ‘segative, N. If you feel that the attitude in
. this instance is néutral, use 0. .

~ .

Looking at the total picture, what conclusicn can you draw about
*the\poet's attitude toward the death of the athlete?

+ Add up your totals in the four categories to support this conclu-~
sion, .placing the totals in g;f boxes marked, LP, Li, DP, and DN.

. o \
Find another phrase from the poem not used in-this exercise which

2

55

O

ERIC

Aruitoxt provided by Eic:



supports your conclusion.

Be ready to defend each of your choices along the way as well -as
the final conclusinn. -

10.

11.

Housman's point of view on the athlete is

the still:defended challenge cupz;

. we chaired you through the market-place

the name died before the man B .

townsman of a stiller town .

silence sounds no worsc than cheers

smart lad to slip betimes away I

runners whom renown outran _
®
set . . . the fleet foot on.the sill of shade

and find unwithered on its curls. that garland e
eyes—the shady night has shut/cannot see the record cut
man and boy stood cheering by .

TSR Ly DP DH Lo Do

a ’

Another. ph*aqe or sentence from the'pocm which supports my point
of view is

because

T T e \ N
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APPENDIX D

R1CHARD CORY*®

Whenever Rxchard Cory went down town, . N

© Ve people on the pavement looked at him: ’

u# was a gontleman ‘from sole to crown,

Clean favored, and imperially slim.

”1””'““””“”””“*Tnnd e was always quietlyrarrayed; om e

And he was always human when he talked; L

But still he fluttered pulses when he said, '

"Good morning," and he g]xttered ‘when he walked.

And he was rich--yes, richer than a king--
nnd admirably schooled in every: grace:

In fine, we thought that he was everything
To make us wish that we were in his place.

So on we worked, and waited for the light,

And went without the meat, and cursed the bread;
And Richard Cory, one calm summer night,

Went home and put a bullet through his head.

*Richard Cory: From the Children of the Night, 1897, by Edwin
Arlington Robinson.

. Concept Duvelopment Exerclse for Richard Cory .
and To an Athlete, Dying Young

XXXXX

XXX*XXX
XXXXKXXXX
ARKKLKKKKKX
HEXXXXXXRKXX
‘XMXXXXXXXXX

Richard Cory

To an AlllCLQ

A

“ x = (A -a) v (B - D)

A=a t X
N B =box
(adhwtnd from Henty, p. 31)

v \

N
not overlap represent themes,

portions of the LerlLS which do
tThe X araa

values and idcas which are not shared by the two poems.
represents commonalities. The fGllowing are sets of QUOQtlong de-

signed for the first part of this three-part excrcise: \analyzlng
-

"Po an Athlete bying Young.' _
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(1)

wrme—-there-triumnph - in-enly - ene -ox-bhoth?-—Conpare-thtwe “towns ¥ -

(2)

(3)

(4)

(5)

Analysis: To an Athlecte, Dying Younyg

Joining

Notice how the poet makes a continuous set of comparismns be-
tween what happened to the athlete in life and after death and

"between this athlete who died young and those ‘who survive.

Find and examinc some of these comparisons. Why does he make
the two home-coming incidents so close in every detail? Is

What incidents does Housman predict typically havpening in the .

life of an athlete who does not die young? What kind of com-
parison does he use in the last two lines of stanza #5?

Implying

What is Hlousman implying here? Is the athlete's death a
tragedy or in some way a triumph? Explain. ’

Predicting

What kind of feeling would Housman probably have about fame in
other arcas: politics, music, scholarly research? What might
he predict for the high school student government president or
the captain of the football team? Do you agree?

Interpreting: Internal

Check back to validate your conclusions from the poem. Aftor
re-reading, report on whethcr your original opinion is shifted,
altercd, or largely unchanged.

Interpreting: - External

Have you ever known of ‘a famous athlete who was killed at an
early age? What were vour reaction and those of your friends?
Did you share lfousman's pessimism or were your frelings very
different? Do you know of anyone famous who suddenly dropped
out of sight? Think of Olympic medal winners, rock star sing-
ers, presidential contenders. In your experionce, is
Housman's point of view valid? '

B



SUPPLEMENTARY MATERIALSAFOR
GOLDSM]I TH-HE ILMAN WORKSHOP

Sequential Levels of Reading Skills--
Pre-Kindergarten-Grade "12°

- . Bureau of Curriculum bevelopment'
Board of Education of the Clty of.

T TR IE ISR » U217 I £ o QR Rt R T e e e e e

Developing Word Powcr
‘Expanding Oral Vocahu]ary
Building a Reading Vocabu]aly
) Acquiring Sight Vocabulary
Using Phonic’ Analysis )
Using Structural Analysis : .

Getting and Interpreting Meaning
Getting the Main Thought
Finding the 'Relating Detaﬁaﬁ
betermining Sequence
Drawing Inferences -
Critical Reading
' Distinguishing Between Fact and Opinign
Using Logical Reasoning to Recognize Sales and
Propaganda Techniques

Developing Work-Study Skills
Following Directions S
lLocating Information
Using Graphic Representations: (maps, globes, chnrts,
. diagrams) .
Mastering the Mechanics of Silent and Oral Reading

s

HERE AND NOW WIEEL

Write the four skills which you consider most important
in the scctions of the liere and Now Wheel. ‘Then decide

students. Be ready to defend your ChOlCL.

ER——
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TEXT sampLe #1
POLLUTION: THE POISONING OF OUR TENVTRONMENT

During onc week in August 1970, the following things hap-
pened around the world: R

in a schoolyard had trouble breathing and began to- faint,
During the week, more than 8,000 people went tw hospitals:
for treatment of sore eyes and throats.

People in Sydney, Australia, had to breathe air tha% smelled
like rotten eqgs. They could not use the beaches because the
waves washed oily wastes onto the sand. An oil company was
blamed for polluting the air and water with hydrogen sulphide,
a poisonous’ chemical. ,

In the United States. polluted air hung over cagstern cities

from Boston to Atlanta. Wheih it rained, soot fdripped out of

thie air onto people's clothes, ha.r, and skin:

These examples show that pollution, the poisoning of the en~

vironment, is a worldwide problem. Most major pcllution, problems

7. begin in industrial countries, but they affect the whole world.
Chemicals and poisonous vwastes of all kinds arc-dumped into lakes
and rivers. The~e poisons find their way to the oceans. Winds blow
polluted air over thousanls of miles of land and water. Pollutants,
or impurities, in the air fall to earth with the rain. They, too,
drain into the oceans. Why does mar poison his land, air, and wa-
ter? Why is pollution a major problem in our time? What can be
done about it? : '

T?chnoloéy, Urbanization, and Pollution

Advanced technology has greatly increased the rate at which
“man is polluting his environment. Should we, then, give up the
benefits of science and technology? Can we do this? .

Many technological advances now scem like neccessities to
people in the developed countries. They expect industries Lc ex-
pand. Their economv .is based on machines, specialization, and'cner-
gy fcom fuels. They continue to take minerals from the earth and
lumbar from the forests. They expect fnod crops enriched by ferti-
iizers, and protected against pests by. insecticides. :

Urbanization and a'risjnq.growth'ratc in populaiion both
~  contribute to the pollution problem. when many people are crowded
tegether, they produce much waste. . The amount of sawage, garbage,
and smoke incioases as the @ity grows. .Eventually, the air, «the
“water, and thé §0il bécome poisovous: the ecological balance may be

69
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upset. s The poisoning is increased by factaries that pour out smoke
and chemical waste. IL is increased by smoke from power plants -and
‘incinerators, and by the fumes of hundreds of thousands of automo-
biles.
+ .
Most big .ties are troubled by. several kinds of pollution

problems. The most serious of these afe the problems of air and
water pollution.. ) '

B e S RTE RVPRE S NP

Adapted from "Challenges uj'ﬂur”Tfmn: Technolugg: “Promises and Problema. "
Social Sciences staff of the Educagiongl Reszarch Counell Of Amcrica, 1972, pp.
105-107. o N B :

‘

TEXT SAMPLES 12

EMOTIONAL GROWTH

The Emotiggélll_Mﬂ£u£g N notionaliy lmmature .

. Are considerate ©f others . selfish and, self-centered,
: . +ith little consideration -
ccept. pleéasres gracefully and for others '

-
o,

O
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enjoy sharing them with others
channel emotional drives into
corstructive activity

Accept disappoinlments and re-
verses with courage and com-
posure ‘

Are confident of success and are
willing te work for it and to

“wait o

Adjust to other pueople and creale
a relaxed and pleasant social
atmosphere ™

Constantly seek pleasures
without regard for others

Yield quickly to emotions in
such explosive bhechavior as
crying spells, depression,
pouting, and temper tantrums

Become angry or depressed in
the face of disappointments:
and reverses . )

Are impatient for success and
often unwilling to work for

it .
Fail to adjust to other people
and create a tensce and un-

pleasant social atmosphere

Love--the basis, of happiness.

Suppose somcone asked you-

what the word love meang to you.
—— .
answoers. L.ove 1s one of the most

"1nve youf mother.”

ice

say that you
that you "love
in love."

You would probably have several
abuscd words
] In
crdam.” Or you might say that you have "fallén

lJanguaqge,  You

you may say

in our

the next breath,



O
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No matter how you use the-word, you always associate love
with pleasurc. There are, however, many kinds and degrees of. lovoe
associated with various external conditions and situations.

Self-love. Of all forms of love, self-love is most basic
and is expericnced at tihe carliest age. This Tove is entirely self-
centered and ‘relates diregtly to :he feeling of sacurity and well-
being. ' Thus, this form of love is closely related. to the instinct
of self-preservation. . - '

The baby is the center of his small -world. 'ne'séon icagaé'
to love those.who care for him and make him comfortable. As the

- child matures, he develops a capacity ‘for other forms of love.

Self-love remains as a foundation for{self—respcct, ambition, and
personal satisfaction. It is undesirable in an adult only when it
remains the dominant form of love in the. behavior pattern. A com-
pletely self-centered person whose love is limited to himself is
childish. . ‘ o :

. Give-and-take love. As intelligence and the capacity for
reasoning become more and more controlling influences, another ox-
pression of love develops. We often refer to love at this level as
give~and-take love. '

Thus, give-and-take love is reciprocal; that is, giving in
order to receive. You see give-and-take love at a sharing table in
a kindergarten in which the children share experiences, in gift ox-
changes, or when a husband surprises his wife with an unexpected
present to delight her and, in turn, to increase her love for him.
While give-and-take love may seem out-going and unselfish, it is
basically -self-centered.

. Romantic love. With the onset of sexual maturity, physio-
2ogical and chemical changes in the body are accompanied by sweeping
mental, emotional, and -personality changes. The boy or girl becomes
aware of- interest in the opposite sex. Romantic love beécomes .a pow- -
erful drive: and a tremendous influcnce on bchavior. This love ex-
pression'may completcly dominate the personality. Romantic love is -
so strong that it may temporarily "blind" a person to the faults and
shortcomings of another. This can lead to an unfortunate .and un-
happy marriage with resulting tragic conseguences. on the other
hand,:controlled by reason and intelligence, romantic love can be a
powerful motivating force toward a happy marriage and a wholesome '
family 1life. . :

Mature love. Mature love is a blend of all forms of love
and an exprcssion of emotional and intellectual maturity. It is the
basis of family life and the basis of satisfaction and happiness.
Mature love involves admiration, respect, and the pleasure of shar-
ing and providing for others. Mature love is far more outgoing than
more basic forms. Parents strive for the happiness of. their chil-

dren and for cach other. A person feels a respon51bility for his
society. : B :

Thc‘cmoﬁionally mature person has lecarned that he must have



enough self-love to enjoy self-respect and personal satisfaction.
lle works out his relationships with others on the give-and-take
level. By so doing, he assumes rLSp0n91b1llty for Lho llth and
fPellngq of all.

A15591§£5gmlgxy Ideally, there is a stage of love which
goes bcyaﬁd the stages we have ‘discussed. We rvefer to this type of
love as altruistic love. It is not as clearly defined as are other

: types of,love; It may be merely other stages of love carried to the
e s --Lighest lovel..and .motivated. by .high..ideals--and- .dedication - to-human-—--
ity. Altruistic love is not entirely selfless as there is self- :
sat1sfacL1on in serving others, even is no material reward is ob-
tained. - People who feel ‘this love devote much of their lives Lo
serving humanity. Ycu may find them working in hospitals without
comppn,atlon, doing social work, or, serving as m1ssionarxcs. Into
this category we might also place, the philanthropist who makes
anonymous gifts to projects aimed for the improvement of mankind.-

Naw York:

From Otte, J. H., .lrxllu(:in, C. .J.., & Tether, J. E. Modern Hea
Holt, Rinehart & Winsion, 1971, pp. 73-77,

TEXT SAMPLE #3

WAVES

llave you ever secen an ocean wave? Sound energy travels in
WAVEeS. But sound waves cannot be seen. To undelstand wave mogxonﬁ‘~‘
it is helpful to consider waves which you can-see- ‘on ‘water. A Many %;
of the principles you leara from these waves will also be Lrue”Tbr
v " sound waves. These principles can also be applxcd to the study BFf

ln;hr energy in Chapter 12. ] ERE

When a rock is thrown into the middle of a calm pond, a
water wave 1s produced.  The wave t.ravels outward, forming a circle
from the point where the rock hit.: This wave may be followed by
ohserving floating objects in its path which move up and down as the
wave passes. Objects close to the origin of the wave arc pushed up
and down more enerqgetically than those farther ount. (Figure 11-6.)
The kinetic enerqy of the moving rock is changyed into kinetic energy
away from the center of impact. Waves carry . energy from one place
to another. NAs a wave travels outward from the center of impact,
its up and down motion decreases gradually. Its mntion will even-
tually decrease and disappear. . T

A water wave consists of a hill and a valiey, (Figure 11-7.)
The hill is called the crest. The valley is called the trough .

(trawf). The distance from the crest of one wave to the crest of
the next wave is the wavelength. If a large, heavy rock is thrown C e

ES e
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into a pond, it will release a great deal of cuevgy, and the wave-
length will be large. This wavelength will besmuch greater than
the ‘wavelength produced by a tiny pebble.

¢ .
! i
: o e '
) Crest -~ Wavelength
‘Trough
€ °
Figure 11-7. Particles of a wave move up or down
-~ . . . s .
from their midpoint pesition.
\ '
i , - .
d "rhe height of the crests and the depth of the troughs are

also Nreoater “for waves produced by a large rock. We call the height
of a wjve crest, of the depth of a trough, the amplitude (am’plih-
tood) of a wave. Amplitude is the vertical distance through which

the particles of a wave move. - (Figure;1)-7.)

Two kinds of waves are transvefég?dhd ggmg£9ssionql. The
wave produced 6n a pond is a .transverse wavce. In a trampsverse -
(tranz“vurs) wave,.a substance vibrates at a right angle to the
direction in which the wave is traveling. Matter vibratcs in an up
and down motion as the wave travels forward. TLight, heat, and va-

dio waves arc transverse waves. -

Exgeriment. M Lransverse, wave may be obsorved with a
piece of- rope. Attééh,thc.ropc at one end. . Smap the free end
of the rope quickly Do you see the wave that moves along the
rope? The wave travels along the rope, away from its origin.
Each part of the rope moves up and down. This up and down move-

.« . mont is at a right angle to thec path of the wave. (Figure 11-8.)
» 2 :
Figure 11-8. .When the rope «
' is snapped with greater - -
- TTT“Fgree,  the additional ki- @{7\ud/f3&éﬁF72

)

‘Path of wove

neotic energy produccs higher
crests and decper troughs.

Foom Heimer, €. #., & Neal, C. D. Principles of Science. Colwmbus, Ohio: .
Charles E." Merrill, Ine., 1966, . -
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